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CHAPTER I 



INTRODUCTION 



Deficits in social behavior of the mentally retarded are 
frequently cited as factors contributing to failure in post- 
school adjustment (Bailer, 1936; Cohen, i960; Colltnan & 
Newlyn, 1957; Lee, 1959; Peterson & Smith, 1960; Peckham, 
1951; Saenger, i960). Social deficits are usually defined 
in descriptive terms such as "inability to get along with 
employers and/or fellow workers," "difficulty with the law, 
"financial problems," "lack of dependability," "family con- 
flicts," or other specific personal-social terms designating 
some inadequacy. 



Problem 

In spite of an awareness of these types of particular 
behavior deficits, the definition or identification of basic 
intellectual or personality inadequacies which underlie 
these social behaviors have not been the major emphasis of 
research in the field of mental retardation. This lack of 
emphasis is especially apparent in the research on education 
and training of persons who are retarded (Edmonson, 1966)* 

If children and young adults are ever to develop permanent 
and generalizable skills in the area of social behavior, 
training must be conceptualized around basic deficiencies as 
well as specific problems in social behavior. 

The field mental retardation has depended heavily 
upon the theory and research which are available in many dis- 
ciplines. For example, much of the knowledge which has been 
generated in the areas of learning, visual perception, psycho- 
motor performance, and personality has been found applicable 
to retarded persons. The evidence mounts that differences 
between persons with average or above intelligence and per- 
sons who are retarded are more quantitative than qualitative. 
Such evidence encourages further application of theory and 
research from other disciplines to the problem of social 
deficits. 

Disciplines such as information or communication theory, 
personality theory, social psychology, psychometrics, and 
sociology have contributed to the literature on the identifi- 
cation and definition of certain factors associated with social 
behavior. Generally, these disciplines support the position 
that social deficits can be explained in part as failure to 
recognize and interpret cues for expected or tolerated actions 
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within social situations, and in part as failure to acquire a 
behavioral repertoire which is adequate for social situations 
(Edmonson, deJung, & Leland, 1965) u This agreement gives 
some perspective to the problem of education and training for 
social behavior and opens new possibilities for applied 
research in curriculum development for the education of re~ 
tarded persons P 



Purpose of the Study 

Authorities and curriculum guides have long proposed the 
inclusion of training for social adequacy in curricula for 
retarded children (Kirk & Johnson, 1953 5 Goldstein & Siegel, 
1957; Ingram, 1954; & others) * One problem has been a lack 
of materials and techniques which would accomplish this objec- 
tive most efficiently « New curriculum materials are begin- 
ning to appear in print bit many are without research justi*- 
fica^ion 0 McCarthy (1966) has made a forceful plea for care- 
ful trial and evaluation of new educational materials * In 
response to the present situation regarding the need for 
effective curriculum materials, the present study has as one 
of its major purposes a trial and evaluation of an experi- 
mental unit of perceptual training for social behavior by 
Edmonson, Le'.ch, and Leland (1965) entitled Perceptual Train- 
ing for Community Living : A Pre - Vocational Unit for Mentally 

tarded Youth* 1 Other purposes of tt© study were to gain 
inf orma t ion from teachers and pupils and to introduce weekly 
tests which might aid in improvement and revision of the unit* 



Review of Related Theory and Research 

This section will summarize contributions which have 
been made by various disciplines in the area of social be- 
havior* Each has approached the study of the problem from a 
different point of view and uses different terminology to 
describe behavior it has observed* The summary of related 
theory and research discusses how concepts in social behavior 
remain essentially the same, in spite of divergent orienta- 
tions and methods of study* 



1. A study in progress which is supported by the U 0 S<, 
Vocational Rehabilitation Administration Research and Demon- 
stration Srant 1388-P and, the Children’s Rehabilitation Unit 
of the University of Kansas Medical Center* 
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Information and Communication Theory 



Theorists in the area of information and/or communica- 
tion have viewed the problem of social deficit as a b *sic 
inadequacy in the evaluation of incoming Perceptual f^als 
(Dember, 1960; Osgood, 1964; Buesch & Kees, 1056) . A s f c ^ 1 
environment is seen to be replete with cues, Primarily audi- 
tory and visual, which require each participant to be alert 
to and selective of all relevant stimuli o As the young child 
develops he is provided cues for communicationo bmilss, 
chuckles, frowns, and volume and inflection of speech are 
some of the ear Uest cues encountered a Soon codes for com® 
raunication are taught through the naming of objects and 
definitions of words „ As vocabulary skills increase, the 
child gradually begins to acquire added information to such 
cues as smiles and frowns by relating them to words and 
their variations of volume, pitch, emphasis, and rhythm c 
Levy o Orr „ and Rosenzweig (1960) have found that even in 
the sOleties of facial expression children 
ceive and comprehend certain variations « Bram (1955) hel 
that most children become aware off the patterned ‘? baracter 
of human behavior some time before they have reached Jie 
age of four,; They discover social roles and play at be~ng 
mother, doctor, policeman, or even animal© or inanimate 
obiectSo They develop strong opinions regarding appro- 
priate behavior in certain roles and begin to shot a sen® 
sitivity to the appropriateness off clothes and gestures 0 



The implications of this group °s approach to under- 
standing the basis for social deficits are clear • Any 
break-down in the perception and evaluation off social cues 
will lead to inappropriate social behavior 0 The percep® 
tion and interpretation of social behavior begins early 
and any interruption in this sequential learning process 
will result in accumulating deficits 0 



Sociology 

There was an interest in social deficits by sociolo- 
gists soon after the turn of this century. Writers snob as 
ftngell (1908), Cooley (1912, 1926), and Mead (1934) saw the 
importance of interaction within a social eMir°Me r ;t .f or 
the behavior of an individual. Sociological studies witnln 
group settings and communities have revealed some norma cxve 
aspects of social behavior as well as a wide variety of 
action patterns implicit in sinh environments w**®* * Ant , 
Wright, 1955; Goff man, 1961, 1963 )« The study by Barker and 
Wright in Midwest City indicated that on an average day a 
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school age youngster might he confronted with as many as 205 
different situations, each of which calls for different action 
patterns, and that on the average he would participate in 
about 12 of them. The community-accepted responses for these 
situations were found to foe perpetuated informally . Goff man 
(1961 p 1963) stated that action patterns are implicit in any 
occasion or confrontation of social cues. Depending upon its 
purposed-recreational , inspirational, occupational, or patri- 
otic— an occasion has its implicit sequence of a beginning, 
middle, and end, and accompanying negative social sanctions 
for inappropriate or improper response. 

The sociological view of social behavior and social 
deficits emphasizes the interpretation of social cues within 
the environment which leads to appropriate o w inappropriate 
behavior. It implies a learning process which is perpetuated 
informally, primarily through observation and model imita- 
tion. Any difficulty in observation, interpretation, or 
response to the social environment is considered to toe the 
basis for a social behavior deficit. 



Personality Theory 

Personality theorists have recognized the impact of 
social interaction upon behavior and have emphasized the 
importance of one°s perception off other persons 0 feelings 
toward him and the incorporation of these feelings into 
one°s own self-image (Freud, 1938$ McDoug&il, 1908$ Sullivan, 
1947). The concept most often referred to toy personality 
theorists was empathy or social insight. Most have agreed 
that empathy is essential for socialization and affects 
personal behavior (Baker, 1954$ Cottrell & Byrnond, 1949$ 
Dymond, 1953$ Gage & Suci, 1951) 0 

Another concern of personality theorists has been role 
theory (Dubois, 1941$ Cameron, 1947$ Cameron fe Mag&rst, 1951$ 
Jones & Thibaut, 1958$ Mead, 1934$ Moreno, 1946$ Sarbln, 

1950, 1954). Roles have been seen to be patterned sequences 
of learned actions or behaviors in an interaction situation. 
All societies consist of organized positions and the persons 
who occupy these positions enact specialized roles or actions. 
TLj importance of role perception in this process is empha- 
sized by this group of personality theorists. Role percep- 
tion has been defined as an organized response off a person to 
stimuli in a social context. The organized response is seen 
to be a sequence of behaviors in which the perceptual response 
is the first part of a social act. The second part is the 
motor response, or role performance, in which the person 
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performs actions appropriate to his perception of the posi- 
tions of self and others. Sarbin (1954) stated s 



If a person’s locating of the position of 
the other is invalid , then his location of the 
position of self is likely to be invalid. His 
role enactment , then« will be inappropriate and 
non-adapfcive (p. 230) 0 



In summary , those concerned with role theory and empathy 
theorize that a person is characterized by an internal organi- 
zation of qualities or dispositions which are formed by his 
experiences as a participant in the roles of a given culture 
or interperson environment. Failure to perceive , interpret, 
or enact the roles within an environment results in non- 
adaptive social behavior. 



Social Psychology 

A closely related line of reasoning has developed con- 
comitantly with the study of empathy and role perception. 
Social psychologists have emphasized inter per son perception 
and inference as basic to the ability to understand or judge 
another person. The basic concepts of this approach had 
their origin in the theories of intuition and inference of 
Klages (1929) and the phenomenological analyses of social 
perception by Lipps (1909), Scheler (1926), and Kohler (1947) 0 
To describe certain aspects of the processes through which a 
person becomes aware of the thoughts, feelings, and motives 
of another, these writers usually used the term Einfulung, 
which was translated as empathy, the same term used by Freud 
(1938), McDougall (1908), and Sullivan (1947). 



It was natural for the closely related endeavors of 
some of the personality theorists and social psychologists 
to converge. This was evident in the work 9 

1950), Dymond (1948, 1949, 1950), Bender and Hastorf (1950), 
Blake and Ramsey (1951), Tagiuri and Petrullo (1958) and 
others. It was in the I950°s that theoretical concepts were 
combined with the empiricist’s interest in measurement and 
the concept of empathy or social insight became of central 
interest in research on social relations. Cottrell (1950) 
asserted that empathic ability was a basic factor in such 
phenomena as the development of a conception of self , in 
acquiring a role, in the emergence of insight, in communi- 
cation, in the integration of a group, in the internaliza- 
tion of social norms’’ (p. 706). Dymond (1949) proposed that 
empathic ability be analyzed to shed light on such questions 
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as "ho w the self emerges and the child becomes socialized, 
how individual behavior can be predicted more efficiently, 
the reason groups become or fail to become integrated" 

(pp 0 11®12)© Bender and Hastorf (1950) held that the 
"ability to judge people" represents an important social 
talent and stated s 

In everyday situations, we depend neees® 
sarily on our capacity to perceive and predict 
the behavior, thoughts-, and feelings of the other 
person o o o o Our socialization is reared on 
this foundation of perception of persons in terms 
of prediction (p© 556)© 

Blake and Ramsey (1951) viewed perception, in spite of 
its relativity and variance between individuals, as the 
basis for action by providing a person with the immediate 
as well as the ultimate foundation for experience © They 
stated s 



The adequacy of an individual's adjustment 
is dependent upon the accuracy, conformity, or 
tolerability of his inferences about the mean® 
ing of the sensory information to which h© is 
exposed, modified of course by the latitude of 
interpretive error permitted by bis cultural 
group (pp. 6®7) © 

Tagiuri and Petrullo (1958) agreed that the relative smooth** 
ness of operation in day®to®day living reflects the fact that 
one person is in some degree aware of what another person 
does, feels, wants, and expects to do© Similar views and 
statements have been mad© by Bruner (1951, 1957, 1964), 

Bruner and Postman (1948), Bruner, Shapiro, and Tagiuri 
(1958), Cameron (1951) , Maikem (X963), Steiner ,,1955), 
Weinberg (1952), and others© 

Cameron (1951) summed up the general view of personality 
theorists and researchers in social psychology in his state® 
meats 



To attain to adulthood means only to reach a 
level of maximal growth and physiological adequacy© 

It means that one is biosocially capable of taking 
a variety of culturally structured roles from which 
he has previously been barred 0 For the maintenance 
of adult socialization the most essential condition, 
of course, is that the individual participate whole® 
heartedly in the activities of everyday living© This 
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must involve perceptual organization that includes 
genuine communication , the social modification of 
one’s individualistic interpretations , and a free 
interchange of perspective with others o ® « ® 
maintenance of such interpersonal behavior is the 
price everyone must pay for the preservation of 
social validity in the face of environmental organ! 
zation that rarely f if ever, is completely struc- 
tured (p. 291). 



There have been some individuals in the area of psycho- 
metrics who have been concerned with social intelligence an 
measurement of various abilities which appeared to he involved 
in social behavior. Thorndike (1920.* first ®® 8d _ 

"social intelligence" as a descriptive term for the phenomenon 
of understanding other people, Other lab®!® bave inc u e 
"social sensitivity "person cognition, 
nercention." Most of the research on the ability to judge 
peoole has been experimentally oriented. -Methods have varie- 
from the rating or ranking of the personality traits of peers 
or other persons (Gates, 1923°, Guilford, 10 29 j Kanne , I 
Vernon, 1933; Wolf & Murray, 1937; Norman, & 50> 

to predictions of others’ behavior (Gage, 1952, Cline 8s 

Richards, 1960). 

It was through this group of research studies that the 
concept of social insight or empathy emerged as a factor or 
intelligence. Many of these research studies were a lso -on- 
corned with the determination of generality or 
of social intelligence. G. W. Allport (1937) was one of the 
early exponents of a general ability and stated at that time. 

, . . Understanding people is largely a mat- 
ter of perceiving relations between past and present 
activities, between expressive behavior and inner 
traits, between cause and effect, and intelligence 
is the ability to perceive just such relations as 

these (p. 514 ) 0 



31ine and Richards (1960) held that there is a seno^jl^ed 
ability to judge others through interpersonal perception but 
hat tLs ability consists of at least two relatively ^ inde- 
pendent components, "interpersonal ^itivity and stereo 
fcvne accuracy." In contrast to these views, other studies 
Me revealed specific abilities in social intelligence 

rather than a general ability (Hunt, 1 ?o!i “2®il„ 19 ?|55) ’ 

Bunt, Omwake , & Eonnig, 1927? Wedeck, 1947, Wolin, 1955). 
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These contradictory opinions parallel the disputes over mul- 
tiple factors in general intelligence, 

O’Sullivan, Guilford, and deMille (1965) have propos 3 d 
a new approach to the study of social intelligence* They 
have advocated research based upon individual differences in 
social intelligence rather than a continuation of observing 
similarities in groups* As a result of their assumptions, 
they predicted the existence of 30 different social (or 
behavioral) intelligence factors* Six of these factors were 
concerned with behavioral cognition, or the abilities involved 
in understanding the thoughts, feelings, and intentions of 
others* Twenty-three experimental tests were constructed, 
administered, and factor analyzed* All six behavioral- 
cognition factors emerged among the 33 principal factors 
extracted* These included (a) ability to understand units 
of expression, such as facial expressions; (b) ability to 
cognize that different modes of expression (gestures, body 
postures, and facial expression) have the same dispositional 
meaning; (c) understanding of diadic relationships; (d) ability 
to comprehend a social situation or sequence of events; 

(e) ability to reinterpret either a gesture, a facial expres- 
sion, a statement, or a whole situation* 

The psychometric approach has isolated various factors 
which are associated with social competencies* The failure 
to achieve certain social skills is now attributed to basic 
social intelligence operations which are separate but iden- 
tifiable factors in the structure of intelligence* 



Summary 



The literature reviewed above dealt with human behavior 
without any limitations regarding ability levels or classi- 
fications of intelligence* There T*as the implicit view that 
human social behavior may be studied on a continuum. There 
was an explicit agreement that social deficits occur more 
frequently when basic perception and response patterns are 
inadequate and less frequently when the ability to perceive 
roles, empathize, and maintain social insight are intact* 

With little collaboration or coordination of research efforts 
among disciplines, there has been a striking consistency in 
the theoretical and empirical efforts in the area of social 
behavior . 
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Review of Related Theory and Research 
with Implications for Education 

Generalizing the findings of related research to social 
behavior of the mentally retarded person is not an illogical 
leapo Pilkey* Goldman* and Kleinman (1961) have made just 
such a generalization in this statements 

The mentally subnormal child appears to have 
more difficulty in perceiving social situations 
than the brighter child. Often he fails to dis- 
tinguish between appropriate and non® appropriate 
behavior or to identify various social cues (p. 

595 )o 

Hutt and Gibby (1958) contended that this is especially evi- 
dent for the retarded individual during adolescence 0 

Research which has been made available has provided some 
direction for educating and training persons who are retarded. 
For example* Benoit (1955) held that play activities for the 
mentally retarded offer needed stimulation for social develop- 
ment while they are young. He asserted that it. is primarily 
through play that they learn the skills that lie at the root 
of living. Pilkey* Goldman* and Kleinman (1961) have found 
some support for the view that empathic ability and self- 
assessment of the retarded adolescent can bG improved through 
psychodrama craining methods. Gibson (1953) and Solley and 
Murphy (I960) have held that inadequacies in social inter- 
action commonly attributed to the retarded result from lack 
of appropriate discriminatory and inferential responses to 
social cues and that remediation should be approached in terms 
of perceptual learning theory. 

The question arises at this point* ’’Can perceptual pro-^ 
cesses be taught and* if so* what would be the best approach c" 
Again, the field of mental retardation can turn to other dis- 
ciplines which have been concerned with this same question. 
Hilgard (1951) saw perception as learned behavior. He held 
that perceptual learning occurs as part of the larger back- 
ground of learning to satisfy needs and becomes important in 
keeping the world of space stable and in achieving immediate 
clarity and definiteness in perceiving or apprehending cues. 

Sarbin (1954) stated that action patterns and role be- 
haviors are learned through two broadly defined processes* 
intentional instruction and incidental learning. Both may 
operate simultaneously and any set of role expectations is 
probably a mixture of expectations acquired through inten- 
tional instruction and incidental learning. Bram (1955) 
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differentiated between socialization and enculturation in 
describing how social behaviors are learned. He maintained 
that in the process of socialization the child has more 
opportunity for making personal discoveries s for example , 
if you hit someone you are likely to get hit back 5 flatter- 
ing a person has a mollifying effect on him, On the other 
hand; in enculturation the stress is more on learning by 
.. being taught or by imitations for example , it is not 
likely a person will "discover " how to travel on a city bus, 
make buttonholes; or dance the polka e All these things 
must be taught by those who already know them* either 
directly or by providing models for imitation. 

In our culture it is somewhat unusual for a child who 
is retarded to receive extensive formal instruction in 
interpreting social situations. This is surprising in view 
of the nature and composition of populations classified as 
mentally retarded. Tarjan (1962) stated that epidemiologic 
studies indicated that in 85 per cent of retarded children , 
the primary etiology of the retardation was related to psy- 
chological; social; and/or cultural factors. The depriva- 
tion in which most retarded persons live is the antithesis 
• of what is needed in providing appropriate social learning 
experiences for most of our society 4 s norms. It can be 
assumed that with the increasing complexity of our social 
milieu, retarded persons will be bombarded with more stimuli 
than they can effectively handle and will need some formal 
or intentional instruction in social behavior. The impli- 
cations of the related research reviewed above can provide 
a basis for the development of methods and techniques which 
can provide the perceptual training and social development 
needed by retarded persons. 



Derivation of Hypotheses 

Edmonson^ Leach; and Leland (1965) have developed and 
are investigating an experimental curriculum unit designed 
to provide a structured program in social perception and 
behavior. It was devised in the form of sequential simula- 
tions or illustrations of social situations leading to 
skills in perceiving which cues are relevant; inferring 
from these what is occurring, and determining what and why 
certain social responses would be most appropriate. In 
their initial experimental trial with the program; four 
groups of retarded youth (N ■ 54 , CA 14~3 to 17-0) attend- 
ing junior high school classes for educable mentally 
retarded pupils (mean IQ, 66) were assigned randomly to 
two experimental groups. One matched group receiving no 




treatment was established in a separate school district® 

The experimental group made daily use of social cue instruct 
tion materials for eight weeks® The placebo group had its 
curriculum enriched by the addition of good quality coo® 
mercial film strips and movies of traditional type on per- 
sonal appearance, health and hygiene, and transportation® 

The third group had no modification of its regular program 0 
All groups were pro® and post-tested by the Test of Social 
Inference (Edmonson, de Jung, & Leach, 1967)® 

Another trial with this unit on a population off insti- 
tutionalized subjects constituted the second experimental 
trial by its authors® Two groups of retardates (N ® 38, 
mean CA 15-7 to 18-7) were randomly assigned to Experimental 
I and Experimental II groups® Group l made daily use of the 
social cue instructional materials for 11 weeks- Group II 
made daily use of an occupational skills instructional cur- 
riculum (Fudell, 1963)® Pre- and post-tests were made with 
the Test of Social Inference and Behavior Rating Scale, and 
then the groups switched curricula for the next 11 weeks® 

At the termination of the second treatment period the sub- 
jects were retested on the same instruments® The data were 
analyzed to determine effects of curricula, sex, and order 
of treatment® The investigators concluded that the social 
perceptual curriculum was associated with gains on the Test 
of Social Inference greater than those accompanying use of 
the competing curriculum® Pupil sex alone did not make any 
significant differences in the gain scores on the measuring 
instruments® Boys did make significantly greater gains on 
the social perceptual curriculum than did girls on the same 
unit or boys or girls on the occupational unit. The order 
in which the curricula were presented did not in itself 
have any effect; the interaction of order and curricula, 
however® was significant® Analysis of the interaction 
revealed that the initial presentation of botn curricula 
was associated with significant gain, but significance at a 
more stringent level was reached with the initial presenta- 
tion of the social perceptual curriculum (Children s 
Rehabilitation Unit, 1966)® 

A third trial with the experimental unit was with one 
teacher in an institutional setting who used the occupational 
education unit (Fudell, 1963) with one class in the morning 
and the social perceptual curriculum with a second class in 
the afternoon. Pupils and curricula were randomly assigned® 
The mean chronological age was 189 months and mean IQ was 
62® Pre- and post-tests were administered. The data revealed 
again a significant sex x treatment interaction effect. Gains 
on the Test of Social Inference by boys were significantly 
greater than by girls from the social perceptual unit and for 
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boys or girls in the occupational education unit (Children^ 
Rehabilitation Unit, 1966)© 

These three trials of the unit by its authors have 
generated some enthusiasm for this particular curriculum 
unit* The results thus far indicate a social cue instruc- 
tional approach has some merit, as measured by an experi- 
mental test of social inference and behavior rating scale. 
Based upon the evidence from research related to the present 
study, there is reason to conclude that? (a) perceptual 
training for social behavior can be programmed into a cur- 
riculum unit, (b) special tests on social perception and 
inference are sensitive to relatively short-term instruc- 
tional periods, and (c) boys seem to gain more from social 
perception training than girls., Previous research has not 
established the efficacy of social perceptual training as 
measured by a variety of measures of social behavior, the 
effect of school bias in sampling on the efficacy of social 
perceptual training, the effect of social perceptual train- 
ing on younger special education retardates, or the influence 
of the "Hawthorne effect" under the conditions just cited* 
With this lack of research evidence as a basis for research 
planning, a set of working hypotheses was formulated© The 
following hypotheses were established© 

H ypothesis jL© Performance from pre- test to post-test 
on measures of "social behavior will not i dixrer signif icant ly 
as a function of curricula © fha design of the study per- 
mitted this hypothesis to be tested by a comparison of two 
curriculum treatments© Measures of social behavior in addi- 
tion to those used in previous studies were included to per- 
mit a study of the curricula by a variety of measures© 

Young adolescent retardates in public school special classes 
were selected for the population on which this hypothesis 
was to be tested* The placebo curriculum was designed to 
study the influence of the Hawthorne effect on this popula- 
tion© 



Hy 

on measures 



©thesis 2, Performance from gre ates t to J^t=test 

res 'of soci al befovro r ^Urnot differ s^^fantja 

as a if unctiopT of school sampling o *Kh© desl^E of th© study 
permitted three schools and six teachers to be included. 

This aspect of the design not only provided more schools 
and increased the degrees of freedom, but also provided a 
comparison between schools for more precise study of the 
teacher variable© 



Hyp othes is 3 © P erformance from pre-te st to 
on measures of s*ocial beh avior will not differ 
IS a f unct io" df ^ime © This hypothesis was designed to provide 
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the time element essential for treatment effect to be meas- 
ured,, This aspect of the design permitted each subject to 
be measured against his own base line following the cur- 
riculum treatment, and serve as his own control subject® 

Hypothes is 4® Performance on mea sures of social behavior 
will not differ significantly as a function of the interaction 
between curricula and school® A test of this hypothesis is a 
prerequisite for determining differences between schools on 
the respective curriculum treatments® 

Hypothesis 5. Performance from pre- test to .post -test 
on measures of* social behavior will not differ significantly 
as a function" " of the interaction between curricula and lyLme ® 
X" test of this hypothesis is a prerequisite Sor determining 
differences between curricula at each time of measurement ® 



Hypothesis 6 ® Performance from greatest to post- test 
on measures oi social behavior will not differ significantly 
as a function of the inte raction between school and t ime 0 A 
test of the hypothesis is a prerequisite for determining 
differences between schools at each time of measurement® 



Hypothesis 7# Performance from pre- test to post- test 
on measures of social b ehavior will not dixie r s ignif ic antly 
as a function of the iXterac^cSPSetwegn curricula 0 school , 
fffld ~time ® A test”o? this hypothesis is necessary to deter- 
mlne“lmether all of the preceding hypotheses can be tested® 



Hypothesis 8® Correl ations b etween achievement on 
weekly unit tests on the social perceptual training unit and 
score s on all post-test measures will not d iffer signifi* 
cantly ?rom chance ® Tfiis hypothesis was formulated to study 
the relationship of content achievement of the social perceptual 
curriculum with the dependent variables concerned with social 
behavior ir, general® 

Additional information for future revisions and improve- 
ments of the social perceptual training unit was sought by 
studying the followings 

I* Evaluations by teachers of the daily units in the 
experimental unit on perceptual training for social behavior 

2® Evaluations by pupils of the daily units in the 
experimental unit on perceptual training of social behavior® 
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Summary 

Social deficits are recognized as being the primary 
problem of adult adjustment of persons who are retarded. 

These deficits are generally discussed in descriptive terms 
giving specific social inadequacies • Education and train- 
ing of retarded persons have been organized primarily around 
the prevention and amelioration off particular social deficits 
with little attention to the basic factors which produce those 
deficits. Various disciplines in the behavioral sciences 
have given some perspective to the problem of identifying 
underlying factors of social behavior and have provided 
implications for the education and training of retarded per- 
sons. 



Recent development and trial of a curriculum unit con- 
ceptualizing the basic factors of social perception and pro- 
viding opportunities for developing social behavior reper- 
toires have Indicated the possibilities of applying theory 
and research findings to educational curricula. It was the 
purpose of this study to evaluate a social perceptual cur- 
riculum unit with young special education retardates in 
several schools with a variety of measures of social behavior. 
A set of working hypotheses was established to study those 
aspects of the social perceptual training unit which had not 
been clarified by previous research. 




CHAPTER II 



METHOD 



In this chapter, information concerning the identifica- 
tion and selection of subjects, choice and description of 
measuring instruments, and procedures in data collection and 
treatment are presented * The chapter is concluded with a 
discussion of the analyses of data,, 



Subjects 

Experimental subjects were selected from young adoles- 
cents enrolled in six special classes from three schools in 
the Nashville-Davidson County Metropolitan Public Schools. 
Youths were included only if their scores on individually 
administered tests of intelligence (Revised Itanford-Binet 
or Wechsler Intelligence Scale for Children) were between 
50 and 80 and their chronological ages between 12® 0 and 
16-0. Subjects from intact classes within each of three 
schools were randomly assigned to an experimental or placebo 
group. Seventy-eight pupils were initially assigned but due 
to attrition or failure to meet criteria for inclusion only 
56 were included in the final sample. 

The three schools were in below-average socio-economic 
neighborhoods of Metropolitan Nashville, but there was a 
range of socio-economic levels represented within each of the 
classes. Included in the sample were Negro and Caucasian 
subjects. One of the schools contributed all but one of the 
12 Negro subjects in the study. No predominant ethnic groups 
were observed in the three schools. 

The ratio of male to female pupils was typical of 
special classes for the educable mentally retarded, with 
males outnumbering females approximately two to one. How- 
ever, atypical ratios resulted from the random assignment of 
pupils to treatment groups, as one group had approximately 
28 per cent females and the other had approximately 47 per 
cent females. 



Instruments 

An extended search for measures of social behavior was 
made. The selection of measuring Instruments was based upon 
the purposes of the present study and availability of 
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appropriate measures for this particular intellectual and 
age level. Those which were selected did provide a variety 
of approaches to the study of social behavior but still 
lacked the optimum degree of acceptability normally desired 
in experimental studies. Among the instruments considered 
for use in the present investigation were the followings 
(a) The Tennessee Self-Concept Scale (Fitts ? 1955) ? (b) Social 
Intelligence Test (Moss et al.? 1927) ? (c) The Best Thing to 
Dos A Test of Knowledge of Social Standards (Tomlin? 1931)? 

(d) Behavior Eatings of Pupils (Bower & Lambert? 1962)? and 

(e) The Syracuse Scales of Social Relations (Gardner & 
Thompson? 1959) e 

The reliability and validity of measures selected? as 
with most instruments in the area of social behavior and 
competence? leaves much to be desired. The primary validity 
criterion for most of the measures selected was face validity. 
Validity coefficients were available for two of the measures? 
yet even these are not optimally meaningful out of the con- 
text in which they were reported. Three of the instruments 
are still experimental and have not been fully validated. 

While instruments of well established validity were nought 
and would have been highly desirable? the purposes of the 
present study were met by the employment of the measures of 
social behavior selected. 

In the following section? a description and discussion 
of each of the measures of social behavior are presented. 



Vineland Social Maturity Scale (Doll? 1953) 

The Vineland Social Maturity Scale (VSMS) provides an 
assessment of the degree to which children show a progressive 
maturation in social competence and abilities leading to 
independence as adults. The general areas of the scale in- 
elude self-help? self-direction? locomotion? occupation? 
communication? and social relations. Competencies are 
usually reported by a parent or other informant who knows 
the subject. In the present study? the alternate method of 
eliciting data through the subjects themselves was used 
(Doll? 1953, p. 292). 

The median reliability coefficient reported for the VSMS 
was ,96, Validity coefficients ranged from ,85 to ,88 when 
the criterion for validation was estimate of social age by 
examiners (Doll? 1953? pp, 433-434), Doll (1953? p, 435) 
acknowledged the sources of error in judgments or estimates 
of competence and cautions users in the interpretation of 
these validity coefficients. For the purposes of this study? 
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the VSMS was selected on face validity for providing a global 
assessment of social maturity and competence from the point 
of view of the subjects as they r srceived their ability to 
perform certain specific social tasks. The raw score 
(obtained total score) was used in data analysis. 



Test of Social Inference (Edmonson 9 
et al. , 1966) 

The Test of Social Inference (TSI) is an experimental 
test of social perception and inference. It is purported to 
measure the extent to which a person can perceive cues in a 
social setting and make inferences as to their meanings. 
^Performance on the test may range from simple enumeration of 
objects or persons to complex inferential reasoning. The 
test is composed of 35 photographs and drawings of inter- 
personal situations taking place in a variety of settings. 

It is individually administered and yields a score for the 
total number of inference credits and a score for the total 
number of errors. 

The median reliability coefficient reported was .85. 

No validation data have been reported 9 but as it was devised 
to measure the particular social perception skills taught in 
the social perceptual training unit p its face validity and 
appropriateness were acceptable. Appendix A presents sample 
items from the TSI. 



Behavior Rating Scale (Edmonson g 
et al . j) lW5T 

The Behavior Rating Scale (RES) for the present study 
was adapted from the scale used by Edmonson 9 d© Jung p and 
Leiand (1965). In the present investigation,, it consisted 
of five subscales designed to provide a social behavior 
sampling based on w it bin® school observations and ratings 
(see Appendix A). The five areas of behavior sampled 
included social relationship „ social acceptance!, social 
range e attentiveness to adult demands and influence 9 and 
social invisibility. 

Observations and ratings were made by two outside raters 
who were familiar with educable retardate behavior and by 
each of the teachers in the study. Ratings of behavior were 
based upon a five^ point continuum scale. Ratings by cmt3ide 
raters were combined into a total score (BRS=>0) and teacher 
ratings were treated as independent rating scores (BRS»T) • 

All outside rater observations were made during homeroom 



o 
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periods or during the non- experimental class periods. Teach- 
ers rated each pupil enrolled in their own regular homeroom 
classes. These ratings were based upon observations during 
experimental and non-experimental class periods* 

No reliability or validity data are available for the 
Behavior Rating Scale as adapted for this study 0 Preliminary 
study of reliability among raters on the ratings prior to 
the initiation of the study was made. The correlation 
ficients were not significantly different from chance. These 
results preclude any conclusions from the analyses of the 
behavior ratings. 



Bown Self 




Report Inventory As Adapted 
si Stephens , 1 sj647~ 



The Bown Self-Report Inventory (BSRI) is a self- 
assessment instrument in which the subjects can record their 
own perceptions and feelings toward themselves and sign* i- 
cant areas of their phenomenal world (see Appendix It 

purports to measure attitudes toward self, others » children 
authority, work, reality, parents, and hope for *£“ *“*’“*’• 

The adaptation by Stephens (1964) for mentally retarded per- 
sons was used. It was designed to be a.droiittis't«**od individually 
or in small groups of three or four and with all items read 
aloud. It yielded a total raw score. The reliability coef- 
ficients reported were .88 for test-retest correlation and 
o 80 for split-half correlation. Validation data have been 
reported through factor analysis procedures. For construct 
validity there were .50 and -.27 factor loadings on the pre- 
dictor variables of "openness to stimuli* and alientation 
syndrome” respectively (Peck, Stephens , & Fooshee, 1964, p. 

24). For concurrent validity, 14 significant Pearson product- 
moment correlations were obtained in correlating :t scores of 

the BSRI total scores and t scores of the ®^ itori ®5\ Var T^« 
ables used by Peck, Stephens, and Fooshee U964, p. 24). This 
instrument was selected for the present study on the basis or 
its face and statistical validity for the area of personal- 
social adjustment. 



Fudell Test of Occupational Readiness 

(FuTOu7"T56TJ 



The Fudell Test of Occupational Readiness (FTOR) is a 
measure of the content achievement of Fudell’s d96 3 ) occu- 
pational education unit for secondary level educable retar- 
dates. The content was based upon information received from 
questionnaires completed by employers or potential employers 
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of retarded unskilled or semi-skilled workers. The test is 
purported to assess the extent to which the retardate has 
acquired basic information considered essential for entrance 
into an occupation by those who may employ him. The test was 
designed to be administered individually or in groups by 
reading all items aloud (see Appendix A). It yields a total 
raw score* Although there were no reliability or validity 
data available, content validity was assumed on the basis of 
the results of the Fudell (1963) study. validity was 

also accepted for the purposes of this investigation in 
measuring the level of achievement attained regarding cer- 
tain facts and attitudes pertaining to employment. 



Treatment 

Teachers 1, 2, and 3 made use of the experimental cur- 
riculum, Perceptual Training for Community Living s A Pre- 
Vocational Unit for Retarded Youth , Revision £ by Edmonson , 
Leach, and XelanTTl’SS'STr^his curriculum unit consists of 
48 one-h. *v lessons on social perceptual training to be con- 
ducted over a period of 10 instructional weeks. The weekly 
units begin with a discussion of simple social cues, such as 
gestures, and progress through signal properties of settings 
and dress, participant roles in social settings, modes of 
non-verbal communication, and role-playing in interperson 
situations. Appendix B presents information concerning the 
teacher guide, a sample lesson, and the guidelines for 
administration of the unit in the present study. 

Teachers 4, 5, and 6 taught classes serving as placebo 
groups. These classes had selected elements of the environ- 
ment manipulated while a conventional special education 
curriculum was conducted. Appendix B presents the guidelines 
for teachers of placebo classes and descriptions of the 
weekly environmental manipulations. 

Each of the treatment groups was taught by the regularly 
assigned teachers of the special classes. Each of the teach- 
ers received an orientation prior to the initiation of the 
study to enhance uniformity of teacher roles. The training 
and qualifications of the teachers participating in the study 
are presented in Appendix C. 



Procedures 

Procedures for conducting the present study are pre- 
sented in this section. Procedures in the collection of 




data and administration of treatments are described , fol- 
lowed by a discussion of procedures in analyses of data. 



Testing Procedures 

The measuring instruments were administered to all sub- 
jects prior to the treatment and immediately following the 
last week of treatment. The individually administered tests 
or scales were administered according to standard procedures 
as given in the manuals. The examiners for the study included 
graduate students and staff examiners of the Institute on 
Mental Retardation and Intellectual Development of George 
Peabody College for Teachers. 

The first test given for all classes was the FfOR and 
was administered to intact class groups. The last test given 
was the TSI. The other instruments were administered in no 
special order. The battery was administered in separate ses- 
sions over a period of seven days to minimize fatigue. The 
primary purpose of the designated order of the FTOR and TSI 
was to bugin the testing with a relatively simple 9 rapport- 
gaining instrument and complete the testing with the major 
criterion instrument after most of the subjects 0 test anxiety 
had diminished. It was not believed that counterbalancing 
order of tests or administration of the battery by one 
examiner in one session was practical 9 or that failure to do 
so would affect the results appreciably. 

Other data collected included the followings (a) Weekly 
unit tests on the perceptual training unit for social behavior , 
(b) teacher evaluations of daily units from the perceptual 
training unit for social behavior 9 and (c) pupil evaluations 
of daily units from the perceptual training unit for social 
behavior. Procedures for collecting these data will be 
described below. 

Weekly unit tests. Weekly unit tests were devised by 
the investigator to assess the extent of comprehension and 
retention of the content of each weekly unit of the perceptual 
training unit. These tests took the form of brief yes-no 
items which were read aloud by the teacher (see Appendix A). 
The tests were administered during the experimental class 
period at the end of each weekly unit. Pupils who were 
absent were not required to take the tests missed. Test 
scores were transformed into standard scores and averaged 
over the 10 weeks (see Appendix D). 

Evaluations by teachers . Forms for the evaluations by 
teachers oi the*" experimental perceptual training unit 
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consisted of a check list which permitted evaluation of 
specific concerns on a five-point scale „ In addition, 
space was provided for narrative comments (see Appendix A)« 
Teachers were asked to complete these evaluations daily 0 

Evaluations by pupils 0 Forms for the evaluations by 
pupils of the perceptual training unit were devised by the 
investigator (see Appendix A), These forms provided each 
pupil an opportunity to express his opinions on each daily 
lesson o Three questions were read aloud by the teacher at 
the close of each daily lesson 0 The pupils responded to 
each question on a three- point scale « 

Results were available from only two schools on the 
weekly unit tests and the evaluations by pupils as one 
experimental teacher failed to collect these data as 
directed o 



Treatment Procedures 

The curriculum treatments were conducted simultaneously 
in the three schools 0 There was no interaction or communi- 
cation between teachers from different schools 0 Materials 
and equipment for conducting the curriculum units as directed 
were provided prior to the initiation of the study or upon 
request during the treatment period 0 Teachers were provided 
with instructions for operating slide projectors or tape 
recorders upon request 0 

The decision to minimize the guidance and supervision 
of the experimental teachers in the teaching of the per- 
ceptual training unit was made prior to the beginning of the 
study * The experimental trial of curriculum materials 
involves teachers and the difficulty in separating teacher 
competency from curriculum effectiveness was recognized 0 The 
position was taken that if teachers were highly supervised 
in experimental trials of curricula, the question of teacher 
effectiveness without such supervision and guidance would 
remair unanswered e Study of this particular curriculum unit 
as a "package unit" to determine its effectiveness with a 
random selection of unsupervised teachers was the approach 
which was followed,, The probable error of teacher vari- 
ability was controlled by the extent that three teachers were 
used and these tnree were randomly selected from a pool of 
six teachers o 

There was no attempt to prescribe the curriculum con- 
tent of the placebo groups or to supervise any phase of the 
guidelines o Materials, reinforcement tokens, and assistance 
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were provided upon request 0 The suggestion in the guidelines 9 
Appendix B, regarding eonten* was followed by all teachers of 
placebo classes 0 This resulted in the placebo classes receiv- 
ing instruction in such areas as occupations,, grooming , health,, 
manners, and general social studies 0 

The treatments extended over a period of 12 calendar 
weeks * Forty-eight daily units were taught during the treat- 
ment period o School schedules limited the instruction time 
of each experimental unit to 50 minutes rather than the one 
hour as proposed by the authors of the unit 0 This was further 
decreased by the changing of classrooms, setting up slide 
projector and equipment, and the administration of the daily 
evaluation by pupils and the weekly unit tests 0 



Analyses of Data 

The primary analysis procedure was a Type III mixed 
analysis of variance design (Lindquist, 1953 ) e Each of the 
measuring instruments, serving as dependent variables, were 
analyzed with this design «, This design was selected because 
it permitted the simultaneous observation of the effects and 
interactions of curricula, schools, and time 0 It also per- 
mitted an efficient use of subjects as each subject could 
serve as his own control 0 A significance level of o 05 was 
set 0 



A graphic presentation of the statistical design is 
shown in Figure l e 




Figure 1* Statistical design 
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To insure that any differences between groups prior to 
the treatment were not influencing the results of the analy- 
sis of variance procedures, all scores were adjusted to re- 
move the effects of chronological age, sex, and IQ. Adjust- 
ment of scores was accomplished by multiple regressions on 
all variables of interest and computations of differences 
between predicted and obtained scores. These "error ,f scores 
served as adjusted scores for each of the dependent vari- 
ables (Edwards, I960). The adjusted scores were then analy- 
zed through simple analysis of variance of treatments x 
subjects x pre-post measurement s. 

A post hoc analysis of covariance was made to determine 
the effects o3T sex alone in the scoring by subjects in both 
experimental and placebo groups. The analyses of covariance 
were accomplished by using as covarjants the chronological 
age, IQ, and initial performance of ail subjects on each of 
the respective dependent variables (Lindquist, 1953). A 
more stringent level of significance for post hoc analyses 
was set at .025. 

To determine the correlational relationship between 
achievement on the weekly unit tests on the perceptual train- 
ing curriculum and achievement on the criterion post-test 
measures, the data were analyzed by a Pearson product- 
moment correlation procedure (Edwards, I960). 

Descriptive statistics were used for all quantifiable 
data on evaluations by teachers and pupils, and narrative 
description for the non- quantifiable data from evaluations 
by teachers. 

The analyses of variance, analyses of covariance, and 
correlation procedures were accomplished by electronic data 
processing at the University of Illinois Computer Science 
Department. 



Summary 

This chapter has described the sample, the measuring 
instruments, and the procedures employed in this investiga- 
tion. The sample consisted of 56 subjects whose chronologi- 
cal age ranged from 13-1 through 16-0, and whose intelligence 
quotients ranged from 53 through 80. The study involved six 
groups, an experimental and placebo in each of three schools «, 
The efficacy of two curricular approaches in three schools 
over a treatment period of 10 instructional weeks was studied. 
In addition, evaluative data on the experimental perceptual 
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training unit by teachers and pupils were collected* Analy- 
ses of variance, analyses of covariance, and correlation pro- 
cedures were used to analyze the data* 



CHAPTER I XI 
RESULTS 



The results of the analyses of data are presented in 
this chapter. The statistical analyses were based upon 
tests of the effects of the experimental variables. These 
analyses included analyses of variance, analyses of ^ 
variance, and correlation procedures. Appendix D presents 
identifying data and scores for all subjects, exclusions 
regarding the effects of experimental variables are < dr* wn, 
followed by the descriptive statistics on evaluation by 
teachers and pupils. 

The experimental variables were curricula, schools, 
and time. The dependent variables were measures of social 
behavior. The experimental variables were analysed 
separately by each of the dependent variables. 

Norton (1952) has demonstrated the strength of the F 
test with distributions characterized by non-normality and 
heterogeneity of variance. The assumptions underlying the 
employment of the F test wore not tested as there were no 
obvious differences or unusual distributions of e 

groups. The Norton study is cited for support of this pro- 
cedure. The atypical ratio of males to females was found to 
be non- significant by a Chi-square analysis. 

The data were analyzed initially in a 2 x 3 x 2 
Lindquist Type III mixed analysis of variance design as 
described in Chapter II. The rerults are summarized in 
Tables 1 through 7, 

The results of the third order interaction among cur- 
ricula, schools, and time were not s Jf nifi 2 a S i; „^!«L 0 7 
the dependent variables. The assumption of] Hyp. athes: is 7 
that there would be no significant interaction among these 
variables was determined to be tenable. 

The results of the tests of all second order inter- 
actions were not significant. * he 

Hypothesis 4, Hypothesis 5, and Hypothesis 6 that there 
would be no significant interaction between curricula and 
schools, curricula and time, or schools and time respec- 
tively were held tenable. 

The tests ot the main effects of curricula were not 
significant on any of the dependent variables. 3£e a ssump- 
tion of Hypothesis 1 that performance would not differ from 
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pre-test to post-test significantly as a function of cur- 
riculum treatments was upheld* 

There were no significant results of the tests of J^e 
main effects of schools* Thus, the assumption of Hypothesis 
2 that performance of subjects from pre-test to post-test on 
all dependent variables would not differ as a function of 
school sampling was held tenable* 



The results of the tests of main effects of time were 
mixed* The assumption of Hypothesis 3 that there would be 
no significant difference in performance on measures of 
social behavior from pre-test to post-test as a function of 
time was accepted for general measures of social competence 
and adjustment (VSMS, BSRI, BR-O, and BR-T). The assumption 
of Hypothesis 3 was not upheld for measures ox soc*a* per- 
ception and inference (TSI and TSI Error) or occupational 
readiness (FTOR) , as the differences between pre-test and 
post-test measures for these instruments were significant 
beyond the *05 level* The differences indicated pin** from 
pre— test to post— test scores for both experimental an 
placebo subjects. 

The results of the Lindquist Type III mixed analyses 
of variance were reaffirmed by the analyses of variance of 
scores adjusted for chronological age, sex, and IQ. No 
significant interactions or main effect of curriculum 
treatment were found, supporting the acceptance of Hypo- 
theses 5 and 1. The experimental variable of schools was 
not incorporated into cue analysis of variance of adjusted 
scores design. The assumptions of Hypothesis 3 were up- 
held again foi the VSMS, BSRI, BR-O, «<> BR-T and rejected 
for the TSI, TSI Error, and FTOR. The significant dif- 
ferences were beyond the .05 level. Appendix F, Tables 1 
through 17, presents the summary tables for analyses oi 
variance of adjusted scores* 

Post hoc analyses of sex effects on scores of all sub- 
ject sTor each of the dependent variables indicated that 
four of the measures of social behavior (FTOR, TSI Error, 
BR-O, and BR-T) were affected by sex differences, with 
females showing greater gains than males. These F * va ^®® 
were significant beyond the .025 level. Appendix G, Tabl 
18 through 24, presents the summary tables of the analyses 
of covariance for sex effects. 

The results of the correlation between achievement on 
weekly unit tests in the social perceptual training unit 
and scores on all post-test measures were not significant 
for the VSMS, TSI, BSRI, and BR-O. Thus Hypothesis 8 was 
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tenable for these measures 0 The assumptions of Hypothesis 8 
were rejected for the correlations between the weekly unit 
tests and the FTOR and BR®T® These significant correlations 
were beyond the ®05 level*. Table 8 presents the coefficients 
of correlation for this analysis ® 

Evaluations of the mits by teachers are shown in Tab! - ' 

9® Teacher 1 gave the highest mean rating over all evalua® 
tion categories with a mean rating of 4®62 out of a possible 
rating of 5®0® Teacher 2 and Teacher 3 gave mean ratings of 
3®47 and 4 0 24 respectively® Appendix E presents the average 
daily ratings by all the teachers ® Daily lessons rated on 
the average 4®0 or higher comprised approximately 75 per cent 
of the lessons® Only one lesson was rated 9 on the average „ 
below 3 0 4® Samples of narrative evaluations by teachers for 
daily lessons are presented in Appendix E 0 

Pupil evaluations are summarized in Table 10 0 Question 
1 (Was the lesson interesting to you?) yielded high percen® 
tages of pupils responding favorably for each of the weeks® 
Weeks 4 and 5 received the highest percentage of unfavorable 
responses with 15 ®9 and 15® 0 per cent respectively® Weeks 1 9 
8, 9, 10 evoked some ambiguity in opinion as the percentages 
for pupils responding to the "Don’t know" choices were 
obviously higher than other weeks® Question 2 (Was the les® 
son easy to understand?) also resulted in a high percentage 
of favorable responses with percentages ranging from 69 0 1 to 
84 ® 9® The highest percentage of unfavorable responses to 
this question resulted in Week 8 S but even then only 10 o 3 
per cent of the pupils responding felt that the lessons were 
difficult to understand® Consistent ambiguity for a certain 
percentage of pupils continued through all weeks , as the per® 
centage of pupils not knowing whether they thought the lessons 
were easy to understand ranged from 13 ®3 to 22®7® Question 3 
(Was this lesson a good one for other teenagers like you to 
have?) also indicated a majority of the pupils responded 
favorably each w eeko although the percentages were generally 
lower for each week than for Questions 1 and 2® As in Ques® 
ti w 2j> the amliigsaity was consistently high with the per® 
centages ranging from 18 ®1 to 28 ®7® Weeks 4 9 5 9 6 0 and 8 
yielded some indication of pupil opinion that these weekly 
units might be questionable for other teenagers® Responses 
for these weeks resulted in percentages of 13 .3 9 18 0 8 9 12 9 4 9 
and 11 ®6 respectively in the unfavorable category® 



Summary 

This chapter has presented the results of the statist!® 
cal analyses and a summary of the descriptive statistics® 



Correlation Matrix, of Post-Test Measures* 
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Table 9 

Average Daily Evaluations of Social Perception 

Curriculum by Teachers 



Evaluation Category 


Teacher 1 


Teacher 2 


Teacher 3 


Interest holding level 


4 0 73 


3 0 75 


4.18 


Language comprehension 
level 


4 o 60 


3 0 48 


4 0 16 


Usefulness of content 


4.79 


3 o 50 


4.44 


Adequacy of presentation 


4 0 33 


3 0 39 


4.14 


Estimation of assimila- 
tion by pupils 


4 0 64 


3.25 


4.27 


Notes Evaluations based 


on five» point 


continuum 0 





Table 10 



Pupil Evaluations of Weekly Units in 
Social Perception Curriculum* 



Week 



Question 1 
No ? 



Yes 



Que stion 2 

? Yes 



Q uestion 3 

? Yes 



1 


3.7 


12.0 


84.3 


0.9 


14.7 


84.4 


6 


o 5 


28 


o7 


64 o 8 


2 


7.6 


9.5 


82.8 


2.9 


21.2 


75.9 


8 


08 


23 


0 5 


67 0 6 


3 


3.8 


8.5 


87.7 


0.9 


14.2 


84.9 


8 


o4 


18 


o7 


72 d 9 


4 


15.9 


6.2 


77.9 


7.1 


13.3 


79.6 


13 


o3 


27 


<,4 


59 0 3 


5 


15.0 


4.4 


80.5 


8.0 


17.0 


75.0 


18 


08 


25 


o9 


55 0 3 


6 


10.6 


7.7 


81.7 


5.8 


18.4 


75.7 


12 


o4 


18 


ol 


69<>5 


7 


10.8 


13.7 


75.5 


5.9 


20.6 


73.5 


7 


08 


21 


06 


70 o 6 


8 


9.0 


16.4 


74.6 


10.3 


20. j 


69.1 


11 


06 


21 


o7 


66 0 7 


9 


6.1 


19.4 


74.5 


7.0 


18.0 


75.0 


4 


ol 


20 


o4 


75 0 5 


10 


10.3 


15.9 


73.8 


7.3 


22.7 


70.0 


9 


o3 


21 


<,5 


69 0 2 



♦Figures reported in terms of the percentage responding o 
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The analyses of variance indicated that the interactions and 
main effects of experimental variables we re not significant , 
except in the case of significant gains for both experimental 
and placebo on three measures (TSI, TSI Error* and FTOR)« 
Analyses of variance of scores adjusted to remove the effects 
of chronological age* sex, and IQ resulted in identical find® 
ings 0 There was a sex effect indicated on four of the meas® 
ures (FTOR, TSI Error, BR®0, and BR®T) 9 with female pupils 
showing the greater gains* Correlation procedures indicated 
significant correlation between weefely t t tests on the per® 
ceptual training unit and the FTOR and only* Evalua • 

tions by teachers and pupils of the perceptual training unit 
for social behavior indicated general approval* 
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were similar gains by both experimental and placebo groups* 
Apparently a conventional curriculum with environmental 
manipulations was as effective with this experimental sample 
as was social perceptual training,, Several procedures used 
in testing and conducting the curriculum treatments may have 
accounted for these results* 

First, it is possible that some of the measuring instru- 
ments used were not sensitive enough to measure the behavioral 
changes anticipated in the elapsed time devoted to this study* 
This hypothesis appears most tenable for the VSMS, BSRI, BR-O, 
and BR-T* The VSMS and BSRI we*~e both scored on the basis of 
self-report by the pupils* It is suggested that a person 
perceives less change in himself than sensitive objective 
measures might reveal in him* From this view, self-report 
measures with mentally retarded persons would lack sensi- 
tivity for behavior changes anticipated in 10 weeks. Pre- 
vious studies using the behavior ratings by observers and 
teachers have also failed to indicate gains reaching signifi- 
cance (Children’s Rehabilitation Unit, 1966 5 Edmonson, Leland, 
de Jung, & Leach, 1967), even in the presence of other meas- 
ured gains in social perception and inference* The lack of 
reliability among raters in the present study suggests that 
rating procedures used were not sensitive enough to measure 
behavioral changes* 

The TSI, TSI Error, and FTOR were obviously sensitive 
enough to measure the areas of social behavior they were 
purported to measure* The fact that the placebo group 
improved as much as the experimental group on these meas- 
ures raises the problem of determining whether the placebo 
group’s gains were due to the Hawthorne effect, to comparable 
teaching effectiveness, or to other unknown factors* Edmonson, 
Leland, de Jung, and Leach (1967) reported significant gains 
bv experimental classes over placebo classes when only movies 
and filmstrips were added to a conventional special education 
program* The Hawthorne effect did not appear to be operating 
in their placebo or control groups* In the present study, 
the placebo classes were manipulated in a variety of ways, 
all of which are generally recommended techniques of teach- 
ing (learning reinforcement, field trips, guest speakers, 
pupil- teacher conferences, etc.)* There is the possibility 
that the employment of these techniques during the treatment 
period provided more than j , Hawthorne effect and raised the 
quality of instruction* Conversely, there is the possibility 
that both groups were affected by the experimental mainpula- 
tions and reflected these effects on the two instruments 
most sensitive to these nuances* 
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Another possible way of accounting for the results was 
that the experimental procedures did not control the total 
curriculum to the extent that the effects of one curriculum 
approach could be isolated from the other 0 The treatment 
procedures precluded attempts by the investigator to 
(a) insure that experimental teachers were following the 
guides and using materials most effectively , (b) insure that 
placebo teachers were following their guidelines and were 
teaching conventional special class co^'^ntp or (c) deter- 
mine whether there was confounding of curriculum content 
during the remainder of the school day* 

The explanations offered are hypotheses after the fact 
to account for the results of the present study® These 
hypotheses have implications for future research and will 
be discussed in a later section of this chapter 0 



Correlation Results 

The results revealing the significant correlation of 
the weekly unit tests with the FTOR and BR~T indicate that 
these measures are related 0 By the nature of these meas- 
ures p it would appear that achievement on weekly tests is 
related to the types of achievement where knowledge or 
recall of factual information is the desired behavior ® The 
FTOR is highly achievement oriented and could be expected 
to measure abilities similar to those measured by weekly 
unit tests ® The BR-T is not purported to measure any type 
of achievement of content 9 but may have reflected the values 
of achievement of the teachers giving the ratings® The 
strength of the weekly unit tests 9 as measured by standard 
scores 9 suggests the possibility of using a refined version 
as a criterion measure for future research with this unit® 

Secondary to the findings regarding the correlation of 
the weekly unit tests with other measures „ there were sig- 
nificant correlations between the TSI and the VSMS and the 
FTOR® These results provide some indication that these 
instruments are measuring similar social factors® The fact 
that the weekly unit tests did not correlate significantly 
with the TSI gives some support to the contention of 
Edmonson^ Leland 9 de Jung p and Leach (1967) that the TSI is 
not an achievement test for the unit but measures more basic 
skills® The small sample for these intercorrelations 0M8) 
precludes conclusions regarding concurrent validity for any 
of the instruments® 
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Teacher Evaluations 

The descriptive statistics revealing teachers 9 evalua® 
tions of the social perceptual training unit were generally 
most favorable * The narrative comments in Appendix E pro® 
vided more of a feeling for the teachers® opinions than did 
the checklist data. The checklist data reflected differ® 
ences in rating standards of the teachers when compared with 
the narrative comments. It was interesting to note that the 
teacher who consistently rated the weekly units lower than 
the other teachers was the teacher who was most positive in 
his narrative evaluations and asked for a copy to be used in 
the future with his classes. 

The only daily lesson receiving a rating below average 
was Lesson L^E. This lesson called for a role playing in 
reading signs and signals in the community. Slides were 
presented giving signal cues and pupils "pretended" to be 
drivers or pedestrians. All teachers agreed that this 
activity was too juvenile for this age group. 



Pupil Evaluations 

Pupil evaluations were ~lso favorable. The attitudes 
of some of the pupils toward school in general and this unit 
in particular were reflected in their ratings p according to 
the teachers. Teachers al;so reported that some pupils tired 
of rating the lesson each day and there was some doubt as to 
the validity of certain pupils® responses. Obvious flippant 
responses or patterned responses were deleted and no attempt 
to determine statistical significance was made. Nevertheless 9 
the evaluations were accepted as gross indicators of pupil 
reaction to the unit and should be of some value to the 
authors for revisions. 

Weeks 4 and t: received the highest percentage of unfavor® 
able responses regarding interest in the lessons. These weeks 
dealt with transactions (purchasing clothes primarily) and 
identifying people by their dress. These two weeks also 
received the highest percentage of negative responses regard® 
ing the appropriateness of these lessons for other teenagers. 
One reason to account for these ratings is that the majority 
of these retardates had experienced purchasing clothes and 
had had some experience in identifying people by their dress. 
The slides illustrating the identification of people by their 
clothing were not challenging or unusual enough to reveal to 
them their need for such instruction. 
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Conclusions 

Conclusions drawn from the results of the present study 
are as follows s 

1 0 The VSMS, BSRI, BR®0, and BR®T were not sensitive 
enough to measure the social behaviors being studied under 
the conditions of the present study „ 

2 0 There were no clear indications th£/fc gains mani® 
fested on the TSI, TSI Error, and FTOR for both experi~ 
mental and placebo groups were due to treatment effects alone 0 

3 0 Weekly unit tests appear to have some merit in assess® 
ing achievement in the social perceptual training unit and in 
providing some basis for serving as a criterion measure in 
future efficacy studies with the unite 

4 0 This social perceptual training program for young 
educable adolescent retardates was found to be approved by 
teachers o 

5 0 This social perceptual training program for young 
adolescent educable retardates was found to be interesting 
to pupils, within their level of comprehension, and to have 
some degree of acceptability in relation to status with peers 0 



Implications 

Certain implications for education and research are 
evident on the basis of the results of the present study « 
These implications are discussed in the two sections which 
follow * 



The results of the present investigation suggest that 
further research with this unit is warranted 0 Educators 
have the responsibility of evaluating curriculum materials 
as they are developed. Experimental curriculum units, such 
is the one used in the present study, can and should be con® 
Jucted with evaluation procedures. The teachers and pupils 
involved in the present study have indicated approval of the 
social perceptual training unit used. Upon their evaluations 
alone this unit would be recommended for general use in 
secondary special classes for educable mentally retarded 
pupils. However, the research findings indicate further 
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research is warranted with this particular revision of the 
unit (Revision 2) to determine its general effectiveness. 

The gaine by placebo groups suggest that increased attention 
to pupils, provision of program structure, and employment 
of good teaching techniques may increase the effectiveness 
of a conventional curriculum. These results warrant further 

research also. 



Implications for Research 

Further research on the efficacy of the perceptual 
training unit used in the present study should consider 
more precise control on sox effects, socio-economic leve , 
and the non-experiraental aspects of the total cupp *®ulum. 
In addition, more control of Hawthorne effects should be 
employed, such as using more placebo groups under varying 
environmental conditions and more than one group receiving 
no treatment ut all* 



Other implications from the results off the present 
study include length of treatment and measuring instruments* 

A longer experimental period than 10 weete should be con- 
sidered to determine whether varying lengths of instructional 
time are factors in the study of social behavior. Closely 
related to the time factor is the measurement of social 
behavior. More refinement in measuring instruments should 
be a prerequisite for future studies. Measurements must be 
sensitive enough to reflect treatment effects within estab- 
lished instructional periods 0 



It would be well to determine through future research 
whetL^r the results of the present study would continue to 
hold over time, fhe true effects of a treatment are more 
likely to persist over time after any environmental vari- 
ables have been removed or lost their effect <» 



Summary 

In the discussion of results there was an attempt to 
relate all findings to prevous research and to a Jcount for 
certain findings. It was concluded that four 
dependent variables were not sensitive enough for measuring 
social behaviors under the given experimental conditions. 

It was also concluded that gains demonstrated by bo * h ®*g® ri ~ 
mental and placebo groups on the TSI, TSI Error, and ffTOB 
could not be attributed to treatment effects alone. It was 
further concluded that weekly unit tests have some ^vantages 
when employed with the social perceptual unit, rinaiiy, i 
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was concluded that training in social perception and inference 
and social behavior can be organized into a curriculum unit 
which is approved by teachers and pupils 0 

Implications for education were that training in social 
perception and inference , social adjustment 9 and occupational 
readiness can be employed and evaluated in school settings* 
Continued experimentation by educators with this unit or its 
revisions was suggested* The implications of the effects of 
a structured program using good teaching technique*? within a 
conventional curriculum were pointed up* Implications for 
research were considered in terms of investigating variables 
not controlled in the present study and improving the degree 
of precision of control on the variables which were invest!* 
gated* 




CHAPTER V 
SUMMARY 



The purpose of this study was to determine the efficacy 
of a social perceptual training unit, as measured by a variety 
of measures of social behavior. Other factors studied in 

the experimental design were the offe ® t ® ^ °* “oos^test meas= 
sampling, the effects of time on preotest to post-test meas 

urement, and the influence of a Hawthorne effect. 

Fiftv-six tjjpils from three schools were randomly 
assigned to experimental or placebo groups within each school. 
Teachers of the six classes were randomly assigned to teach 
an*experimental or placebo class at theirschoolsExperi^ 
mental teachers were oriented to the experimentalprOo 
and given guidelines to follow as they used ***•?““*“? 

nm unit. Perceptual T ra ining for Community J4£i2£“ 
A U pre- Vocational DSltfoTlletartgJ ^uth lEdSSnson.^acH, & 

T'TSSd — I55F5 f5e“placebo"cTass _ teaeEers were oriented to 

^e^Se-^mental project and given guidelines to follow each 

week. P These guidelines provided^for some manipulation of^th 
placebo group environment without altering th g 
riculura content* 

Ail nunils were pre-tested and post~tested with the 

following measures: (a) Vineland f oci ?’ 1 n Ma J?^gg CFTOR) 

rv«5MS^ (b) Fudell Test of Occupational Readiness 
rl^Test of Social Inference (TSI and TSI Error), (d) Sown 
Mflfemrfc Inventory (BSRI)o (e) Behavior Rating Scale by 
o«t«ida P Observers (BR-O), and (f) Behavior Rating Scale by 
Seachws (§£«! Other data obtained during the study in- 
eluded weekly unit tests and teacher and pupievaua 
of the experimental perceptual training unit for oociai 

behavior o 

Analyses of the data were made to determine 

between treatment groups by analyses ot * sco res 

scores on all measures and analyses off variance < off sco es 
adjusted for chronological age P sex, and IQ 0 Both types oi 
analyses yielded th?> same re suits- -no differences 
nre»test and post-test on four dependent variables 
bIri! bLS; aSd BE-T) and significant differences on three 

broR TST. and TSI Error) beyond the *005 level, 
indicated *that^iS5 IHluenced performance significantly on 
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four of the seven measures of social behavior (FTQR, TSI 
Error , FR®0, and BR®T) e 

Multiple correlation procedures of post®test scores for 
the experimental group revealed significant correlations 
between the achievement scores on the weekly unit tests and 
the FTOR and BR®T 0 The TSI was significantly correlated 
with the VSMS and FTOR 0 

Teacher and p?;pil evaluations were generally very favor® 
able regarding the interest level, comprehension level, and 
appropriateness of this unit 0 Ratings of daily units by 
teachers and pupils and narrative evaluations by teachers 
provided gross indications of weak areas in the unito Rat® 
ings and comments should ba of value in revisions of the 
unit » 



In the discussion of the results it was concluded that? 

lo The VSMS, BSRI, BR®0, and BR®T were not sensitive 
enough to measure the social behaviors being studied under 
the conditions of the present study „ 

2 0 There were no clear indications that gains mani® 
fested on the TSI, TSI Error, and FTOR for both experimental 
and placebo groups were due to treatment effects alone 0 

3 0 Weekly units appear to have some merit in assessing 
achievement in the social perceptual training unit and in 
providing some basis for measuring the efficacy of the unit 
in future investigations 0 

4 0 This social perceptual training program for young 
adolescent educable retardates was found to be approved by 
teachers o 

5o This social perceptual training program for young 
adolescent educable retardates was found to toe interesting 
to pupils, within their level of comprehension, and to have 
some degree of acceptability in relation to status with peers*, 

In view of the findings of the present study, certain 
implications for the education and training of the educable 
mentally retarded seem clear 0 Training in social perception 
and inference and development of social behavior repertoires 
can be developed, organized, and presented in a curriculum 
unit which has valuu to teachers and pupils 0 Educators have 
the responsibility of trying new curricula and evaluating 
them as they are developed*, Educators also have the respon® 
sibility of evaluating more closely the effects of providing 
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some structure in a conventional curriculum which specif i« 
cally calls for the employment of good teaching techniques. 

Further research is warranted with this curriculum unit 
on social perception training to determine what effect sex, 
socio-economic level, length of instructional period, and 
environmental manipulations have on pupils. More precise 
control on non-experiraental aspects of the total curriculum 
are needed to be able to isolate treatment effects. In 
future research, it would be helpful to know the long-term 
effects of social perceptual training. 
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APPENDIX A 

SAMPLE TEST ITEMS, TEST NORMS, AMD BATING FORMS 





SAMPLE ITEMS PROM TEST OP SOCIAL INFERENCE 
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RATE R INSTRUCTIONS 



1. Road the criteria to be used in evaluating pupil 
perf or nance. 



2. Call upon your experience with retarded youth of 
similar ages (12*0 to 16-0) and try to recollect 
one individual as the most outstanding in respect 
to the criterion description. Write his or her 
name in the box marked "most." Next, recall the 
poorest individual you can remember with respect 
to the criterion and enter his or her name in the 
"least* box. Next, fill in the "middle" box with 
the name of a retarded youth who fits the descrip- 
tion "middle.” Then complete the frame of refer- 
ence by writing in names of two boys or girls you 
recall as midway between the poorest and the middle 
and between middle and most outstanding. 



3. Evaluate each of the listed pupils with respect to 
criterion. Make a check nark at the segment of the 
line adjacent each ratee that indicates where he 
stands in relation to the frame of reference. 



4. When you finish, check back to make sure that each 
pupil has been given a rating. 



o 



Criterion: 



Frame of 
Reference 



BEHAVIOR RATING SCALE 

ATTENTIVENESS And Receptivity : Responds com- 

pletely to tasTTor person speaking; listens 
and retains and follows instructions. Fays 
close attention to work. 



least 
Negiig- 
ible 
atten- 
tion 
span re- 
gardless 
of task. 



between 
Often 
diffi- 
cult to 
hold 
atten- 
tion A 
foster 
reten- 



Pupils 


| 


tlon. 
l 


help. 
Some re- 
tention. 

i 


pos- 

sible. 

1 
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middle 
Will pay 
atten- 
tion 
when 
inter- 
ested or 
with 
outside 



between 
Tries To 
bo at- 
tentive 
& ten— 
tive. 
Some 

improve- 

ment 



close 
atten- 
tion to 
direc- 
tions 
and 
work. 
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BONN'S self-report inventory as adapted 

FOR YOUNG ADULTS BY STEPHENS* 



Name 



INTRODUCTORY ITEMS 



Yes 


No 


It 

wa: 


Yes 


No 


I 


Yes 


No 


!• 


Yes 


No 


2* 


Yes 


No 


3* 


Yes 


No 


4* 


Yes 


No 


5, 


Yes 


No 


6. 


Yes 


No 


7. 


Yes 


No 


8 * 


Yes 


No 


9* 


Yes 


No 


10. 


Yes 


No 


11« 



Yes No I don’t mind if I'm late getting some place* 

Having good friends means a lot to me* 

•It's hard for me to get down to work, and I 
have to keep after myself to get something 
done* 



I really look forward to having a good job and 
staying with it* 



what to do* 

I feel happy when I am with little children 



I think it is better to try and fail than not 
to try at all* 



9. I have done just enough to get by 

I want to work and live with othe; 
be important to them* 

Host people had more fun with the: 
than I did with mine* 






♦Re produced through permission of 0* H* Bown and W. B* 
Stephens. Copyright 1984, J* R* Peck and W* B* Stephens* 
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Yes 


No 


12. 


1 know that someday I will get a job doing the 
work 1 like best. 


Yes 


No 


13. 


I don't like to stay around people who are lots 
older than I am. 


Yes 


No 


14. 


It is easy for me to let young children know 
that I like them. 


Yes 


No 


15. 


I think life is pretty bad and things will 
probably get worse. 


Yes 


No 


16. 


I can't stand not knowing how things are going 
to turn out. 


Yes 


No 


17. 


I used to wish my parents and 1 loved each 
other more. 


Yes 


No 


18. 


I hate thinking about settling down to a job 
and having to take care of myself. 


Yes 


No 


19. 


i get along well with children, and this is 
important to me. 


Yes 


No 


20. 


Thinking back. I don't think I ever liked my- 
self very well. 


Xes 


No 


21. 


Ono of the most important things to me about a 
job is getting along with my boss. 


Yes 


No 


22. 


Thinking of death makes me feel afraid and 
unhappy. 


Yes 


No 


23. 


I like people very much. 


Yes 


No 


24. 


I have always done the right amoung of work 
and the right amount of play. 


Yes 


No 


25. 


1 wouldn't like to be around youag children all 
the time. 


Yes 


No, 


26. 


I'm glad I'm the kind of person I am. 


Yes 


No 


27. 


It may look like my parents and 1 get along, 
but we really don't. 


Yes 


No 


28. 


I think in the next few years I will be happier 
and more important than I am mm. 


Yes 


No 


29. 


I do my job just to get it over with, not 
because I like it. 
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Yes 


No 


30. 


Yes 


No 


31. 


Yes 


No 


32, 


Yes 


No 


33. 


Yes 


No 


34. 


Yes 


No 


35. 


Yes 


No 


36. 


Yes 


No 


37. 


Yes 


No 


. 

00 

<0 


Yes 


No 


39. 


Yes 


No 


40. 


Yes 


No 


41. 


Yes 


No 


42. 


Yes 


No 


43. 


Yes 


Ho 


44. 


Yes 


No 


45. 


Yes 


No 


46 . 


Yes 


No 


47. 


Yes 


No 


48 a 



I like to know all kinds of people , whether 
they are good or bad. 

I never liked to have to do things I was sup® 
posed to. 

There are times when I'm happy and times when 
I'm sad, but I'm still glad to be alive. 

When I think about the kind of person I've bee&, 
I'm not very happy or proud. 

I like to know bosses and important people. 

I used to think little children were a lot of 
trouble. 

I do my work when it is supposed to be done and 
don't put it off until tho last minute. 

It doesn't seem fair that the people I love 
will die someday. 

I don't care too much what other people think 
of me. 

I think I will be a really good parent. 

I have to do a job well in order to feel good 
about it. 

lfy parents trust me, and I trust them 0 

I'd give a lot to be different than I am. 

I think I will always have lots of real good 
friends. 

I suppose I will always have somebody checking 
on me, but I don't think I'll ever like it. 

I have always liked little children a lot. 

I'm happy about the way my parents and I get 
along. 

I don't think I'll ever have many real good 
friends my own age. 

This is a pretty good old world, and I'm glad 
I am alive. 




65 



FUDELL TEST OF OCCUPATIONAL READINESS 



Student v s Nans© 



School 



Teacher's Name 



Date 



How to answer these sentences? 

Yes Mo Pot a line under the word Yes if you think the sen- 
tence Is right. 



Yes 


No 


Put a 
tence 


line under the word Ho if you think the sea- 
ls not right. 


Yes 


No 


Teachers pay us a salary for going to school. 


Yes 


No 


If we 


have a job and work hard we will make money. 


Yes 


No 


1. 


If you cannot get along with your fellow workers 
you will lose your job. 


Yes 


No 


2. 


In order for you to get up early enough so that 
you will be at work on time, it 9 s up to your 
mother and family to wake you. 


Yes 


No 


3. 


A good worker finishes his work. He <Soes »ot 
leave any left overs for someone else to finisn. 


Yes 


No 


4. 


Vhen you must be absent from work or school 
you do not have to call your teacher or boss. 


Yes 


No 


5. 


When you have finished some work you should sit 
down and rest. 


Yes 


No 


6. 


If your boss asked you to work a little later 
to finish some work, tell him no. 


Yes 


No 


7. 


When you go for a job interview act like you 
are a sleepy person. 


Yes 


No 


8. 


If you have Quit many jobs or been fixed fjo® 
many jobs it will be very hard for you to find 

a new job. 


Yes 


No 


9. 


Always say bad things about the business you 
work for. 


Yes 


No 


10. 


When you go for a job interview wear your 
Sunday clothes. 



Tea 


No 


11. 


When some people make fun of you the best thing 
to do is to try to stay away from these people. 


Yes 


No 


12. 


A good worker is often absent from work and 
often late for work. 


Yes 


No 


13. 


Getting along with your fellow workers means 
that you must be nice to them, help each other 
in your work, and never start any fights* 


Yes 


No 


14. 


A good worker will never stay past quitting 
time to finish some work he can finish in a 
little while. 


Yes 


No 


15. 


When you must work with people who make fun of 
you and you cannot stay away from these people, 
the best thing to do is not to answer them. 
Keep quiet. 


Yes 


No 


16. 


A willing worker is a lazy worker. 


Yes 


No 


17. 


If you are not sure how to do something on your 
job, do not find out, go ahead and do it. 


Yes 


No 


18. 


A good worker wants to be told how to do his 
work right if he 3s doing it wrong, and does 
not become angry when he is told how to do it. 


Yes 


No 


19. 


A good worker does a lot of resting. He waits 
for someone to tell him what to do all the time. 


Yes 


No 


20. 


A good worker is careful and he is a safe worker. 


Yes 


No 


21. 


To g e t a raise in salary means that you will be 
making less money. 


Yes 


No 


f 22. 


A good worker is on time every day and is never 
late* 


Yes 


No 


23. 


You can learn good work habits in school and 
carry them over to a job. 


Yes 


No 


24. 


A good worker does as little as he can, and 
tries to do loss work. 


Yes 


No 


25. 


You would like to work with a person who is 
always late. 


Yes 


No 


26. 


A boss hires you so he can make money from your 



work. 
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Yes 


No 


27, 


If you are late for school you can ftet thrown 
out of school , if you are late for work your 
boss can keep you in after work. 


Yes 


No 


28, 


A good worker always gives himself some extra 
time if he has t.o change clothes for his job 
so he will not be late. 


Yes 


No 


29, 


To get a raise in salary , sit around and keep 
sitting around. 


Yes 


No 


30, 


A good worker comes to work every day. He is 
absent only when he really is sick or only for 
very importan* things. 


Yes 


No 


31. 


A good worker tries to hide from work. When 
there is work to do he tries to hide himself. 


Yes 


No 


32, 


To follow orders the right way you should lis« 
ten carefully and remember what you were toldo 


Yes 


No 


33. 


An honest worker will cheat his boss out of his 
work. 


Yes 


No 


34. 


The habits you use in school to get a raise in 
grades are not the same hauitw* you use on a job 
to get a raise in salary. 


Yes 


No 


35. 


A lie detector test can not tell if you are a 
cheat or not honest. 


Yes 


No 


36. 


It is important to follow orders in the right 
way, because if you do not* you can lose time 
and waste material that costs your boss money. 


Yes 


No 


37. 


A good worker can be counted on to do his work, 
get along with his fellow workers p and to do 
extra work. 


Yes 


No 


00 

CO 


An honest person should be afraid of a lie 
detector test. 


Yes 


No 


39. 


An honest worker works hard all day and never 
takes anything that does not belong to him 0 


Yes 


No 


40. 


To get a raise in salary you must do more work* 
so your boss can make more money from your worko 


Yes 


No 


41. 


A good worker tries to improve his work and to 
do more work. 


Yes 


No 


42. 


A good worker offers his help before he is 
asked to do the work. 



O 

ERLC 
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SOCIAL PERCEPTION CCRRICDLUH UNIT 



Weekly Tests 

At tbo end of each weekly unit, the teacher will distri- 
bute the weekly test form and instruct thestudents to cir-le 

Ves if they agree with the ^tence ,?ate~ 
nSF agree. The teacher will read aioua e»cu . each 

uents Each statement may be read more than once, 
pupil has his name on the test form. 



Unit I 



Yes 


No 


1. 


A gesture is a signal you make with your hand 
or arm. 


Yes 


No 


2. 


You cannot say anything to other people nith® 
out using words. 


Yes 


No 


3. 


A nerson with his right hand placed his 

heart is trying to attract attention or signal 

tome one. 


Yes 


No 


4. 


Signs in traffic can tell us things ^y their 
shape and color even if there are no sords n 

them. 


Yes 


No 


5. 


When you swear in court you raise your right 



hand. 



Yes No 
Yes No 

Yes No 

Yes No 

Yes No 



Unit II 



1 . 

2 . 

3. 

4 . 

5. 



An "Exit" sign over a door means "keep out." 

You will usually find a ticket counter in front 
of most slothing stores. 



A lock on the door means that you can come in 
side if you pay. 



an vou out money in a vending machine and do 
t get anything out , you shake it or bang on 



A clue that helps us know who the cashier is, 
is finding the cash register. 
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Yes Ho 6, Sometimes the cashier and the checker are the 

same person * 

Yes Ho 7* A bus depot or terminal is where you go to buy 

a ticket to take a trip on a bus . 



Unit III 



Yes Ho 1# In large stores it may save time to ask where 

things can be found that you want to buy* 



Yes Ho 
Yes Ho 
Yes Ho 
Yes Ho 



2* There are different ways of paying for things 
you buy* 

3, You can recognize a store clerk by a nametag, 
a uniform, or by where they are standing* 

4 # If you want to try on clothes before you buy 
them, you may do it in the nearest restroom* 

5* The credit department in a store 1® where you 
can get your checks cashed* 



Unit IY 

Yes Ho 1. If you wanted to buy some toothpaste and a hub 

cap for your car, you would probably have to go 
to two stores* 



Yes Ho 2. If you wanted to buy some shoes, some shoe- 
strings, and some shoe polish, you might be 
able to buy them all in one store* 

Yes Ho 3* If you do not know your size for certain hinds 

of clothes, you can use a tape measure to find 

out* 

Yes Ho 4* If your shoes do not fit well in the store you 

may ask to wear them for a few weeks to try 

them out* 



Yes Ho 



3. The first things you ask yourself when you go 
into a store are, ,f What do I need?," "How much 
can I spend?." and "What size do I need?" 
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Unit V 



Yes 


No 


X. 


Some people sear uniforms or special work 
clothes because of the kind of work they do. 


Yes 


No 


2. 


Some uniforms or special work clothes are for 
protection. 


Yes 


No 


3. 


Some persons wear uniforms to show that they 
are special people. 


Yes 


No 


4. 


The kind of clothes a person is wearing tells 
us what he is or what he is doing. 


Yes 


No 


5 • 


You cannot tell who or what a person does for 
a living by the way he is dressed , where he is 
or what he is doing. 



Unit VI 



Yes 


No 


1. 


When you live on your own you need to know how 
to travel. 


Yes 


No 


2. 


In small towns, the bus depot might be a cafe 
or a filling station instead of a special 
building. 


Yes 


No 


3. 


People who have rooms to rent do not put up 
signs or advertise in the newspaper because 
they would be bothered by all the questions 
people would ask. 


Yes 


No 


4. 


When you ride a city bus and do not know where 
to get off, the best person to ask is the per* 
son sitting closest to you. 


Yes 


No 


5. 


When you live alow* you have to keep yourself 
and your clothet clean and neat in order to 
hold a job and live in a nice rooming house or 

apartment . 


Yes 


No 


6. 


When you share a bath and a sleeping room, it 
means you do not have a private room and bath. 


Yes 


No 


7. 


When you lose something there is nothing you 
can do to get it back. 
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Unit VII 



Yes 


No 


I* 


Eating at a boarding house costs less than 
eating at cafes or cafeterias* 


Yes 


No 


2* 


Taking four clothes to the laundry is cheaper 
than doing them yourself* 


Yes 


No 


3, 


It does not take much practice before you really 
know how to manage your money* 


Yes 


No 


4. 


At school the teacher is there tc help you but 
at work you are there to help the boss* 


Yes 


No 


5. 


It is not necessary to telephone your boss 
when you will be late or absent because you 
can tell him when you see him* 


Yes 


No 


6# 


Being careful and practicing doing things will 
help you keep from breaking things on the job* 








Unit VIII 


Yes 


No 


X. 


Being able to tell time is important in keep- 
ing a job. 


Yes 


No 


2# 


A social security card is something you must 
have before you can be hired for most jobs* 


Yes 


No 


3 * 


Your job is really not important unless you 
have someone under you that you can tell what 
to do. 


Yes 


No 


4# 


It is all right to be late or absent for work 
because no cne misses you anyway* 


Yes 


No 


5. 


The way you *ct depends on where you are and 
what is supposed to be going on there* 


Yes 


No 


6* 


A classroom is much more serious than a ball 
game or party* 


Yes 


No 


7. 


When you are on a job it is usually more serious 
than when you are in school* 



ERIC 



72 



Sait II 



Yes 


No 


x. 


One reason for not paving a good tine with 
others is not knowing what yon are supposed 
to do or how to do it* 


Yen 


No 


2, 


If you are not good at something the first 
time you try it, even practice will not help 
you do hatter* 


Yes 


No 


3. 


One way of getting other people interested in 
doing something with you is to teach them how* 


Yes 


No 


4. 


There are times when people are not in the 
mood to play games and want to he alone* 


Yes 


No 


s. 


The way we talk to others make a difference 
in the way we feel and in the way they feel* 


Yes 


No 


6. 


It does not make you feel any different when 
someone tells you that you have done a good 
joh* 
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TEACHER EVALUATION OF FEE- VOCATIONAL UNIT 




Belov Above 

Low Average Average A verage J?ig& — 

Interest holding 

level 

Language compre- 
hension level ■■■ — 

Usefulness of 

content — -■ ■ 

«% 

Adequacy of 

presentation — 

Estimation of 
assimilation 
by pupils 




Teacher criticisms of lesson sad suggestions for further 
improvement » 
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INSTRUCTIONS FOR PUPIL EVALUATION FORM 



Have one responsible pupil assigned to distribute the 
evaluation forms each day after the daily unit is cos- 
pleted* (This can be rotated among the students*) 

Instruct the pupils to put their names at the top of the 
,rm. 

Instruct the pupils to write your name to the right of 
their own names in the blank provided* 

Read the following instructions to the pupils: 

"This is your chance in this experiment to say how you 
feel about the lessons you will have at this period 
during the coming weeks* It is a way of voting for the 
way you feel about each lesson* Be honest in your 
answers* Do not think that you have to say that you 
liked it to please anyone* No one but Mr. Clark will 
see your answers* 

"Bead the instructions silently while I read them aloud* 
'Place an X under the face which desc^^es way you 
feel about the lesson today* For example* if you thought 
it was interesting* you would mark your answer like this 
* * , , (Illustrate by marking the attached form or by 
drawing similar faces on the chalkboard*' Read the cap- 
tions above each face to show what they might be saying*) 
•You will be asked three questions* Put an X under one 
of the three faces for each question* Be sure that you 
do not put an X under two faces for one question l Are 
there any questions before we begin?' 



"The first question is 'Mas the lesson interesting to 
you?' Put an X under one of the faces for Question #1* 
Question #2 is 'Was the lesson easy to understand?' 

Put an X under one of the faces for Question #2* Ques- 
tion #3 is 'Was this lesson a good one for other teen- 
agers like you to have?' Put an X under one of the 
faces for Question #3. That is all you have to do* 

Pass your papers to the front*" 

Be sure that the pupils begin with Lesson I-A and con- 
tinue in sequence* If a pupil is absent he should omit 
that lesson he missed and mark on the proper day* It 
might be helpful to remind the pupils each day that if 
they were absent the day before or have been absent for 
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several days, they should not make any narks on those 
days. 

6. Instructions should be reported only as often as you 
deem necessary. 
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PUPIL EVALUATION FORK 



Name Teacher 

Mwu w m i i i ■ m w m ' 1 1 1 

Plaoe an X under the face which describes how you feel 
about the lesson today* For example, if you thought it was 
interesting you would nark your answer like this: 



It was not good 



I don't know 





It was good 




Your teacher will ask three questions about the lesson 
today* Hake an X under one of the faces which might be say- 
ing, "It was not good," "I don't know," or "It was good," as 
each question is asked* 



IA 1* 






2 . 



3 • 



IB 1* 



2 * 



3 .. 



IC 1* 

2 . 

4 

3 • 



* 




APPENDIX B 

SAMP LE LESSON PLANS AND GUIDELINES 
FOR TREATMENT GROUPS 



PERCEPTUAL TRAINING FOR CO JOIUNITY LIVING: A 

PRK-VOCATIONAL UNIT FOR RETARDED YOUTH 

Tabla of Contents 
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Week I 

A# Introduction to Signals 
Hand & Arm Signals 
C, Hand fit Arm Signals 
D # Colors & Shapes of Signs 
E. Signals t Bole Play 
Week XI 

A - E, Places ft Things Sonatinas Toll Us That to Do 

* 

Week III 

A - Bs Places: What To Do & What To Say 



Week IT 

A* Transact leas: 
Bs Transactions; 
C* Transactions: 

D # Transact lens: 

E, Transactions: 



Several Kinds of Stores 

Where We Go for What We Weed 

Entering, Specifying, Inquiring, 
Deciding 

Specifying, Trying, Fit, Appear- 

&tiC@ p Dscldiss 

Entering, Trying, Fit, Appearance, 
Decision Yes or Wo to Buy 



Week V 

A. Reading People. What Their Clothes Tell Us About 

People 

B. Reading People. What Their Clothes Tell Us About 

People 



79 



C© Heading People# What Their Clothes Tell Us 

About People 

D f Heading People. What Their Clothes Tell Us About 

People 



E. Heading People# Knowing People by What They Do 



Week VI 



A# 

B. 

C. 
D# 
E# 

Week VII 
A# 
B# 
C# 
D# 
B# 

Week VIII 
A# 

B. 

C. 

D. 
B# 



Living on Our Own 

Finding a Place to Stay 

Looking Clean and Neat 

Living on Our Owns Some Problems 

Living on Our Own: Review 



Jobs and What They Take 
Jobs and What They Take 
Jobs and What They Take 
Jobp and What They Take 
Jobs and What They Take 



Honey Management 
Being on Time 
Being Careful 
Field Trip 
Review 



Listening fc Following Directions 
What It Takes to Get and Keep a Job 
Getting the Picture of What’s Going On 
Getting Along with Peoples The Boss 
Review 



Week XX 
A. 



People Signal How They Peel: Having a Good Tine 

Because of Knowing 

How 



3 
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B» People Signal How They Feel: Having a Good Time 

with Cthera 



C. People Signal How They Feel: Getting Along with 

f Others 



D # What We Say Hake a Difference in the Way People 
Feel 



E # Getting Along with Others: Review 



Week X 



A » 2. Review 



o 
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Sample Lesson Format 



VXH-P* Getting Along with People: The Boss 

Objectives: To discuss, in relation to a range ol T social 

settings (from solemn to mirthfilled), dif- 
ferences in expected participant behaviors* 



Materials: Slide projector 

Set VIII-D 35 mm slides 

Vocabulary: She* off Applaud 

Remind Encourage 

Active Cheer 

Hough 
Sorrow 



/Teacher Explanation/ 

Today we are going to talk about the many different places 
people go. If we stayed at home (or in the cottage), all the 
time we would get tired of doing the same things over and over 
again, wouldn't we? But, we go to other places and when we 
are there we do other things* When we go to other places and 
when we ere there we do other things* When we go to the 
cafeteria (or dining room), what are some of the things we 
do that we don't do at home (or in the cottage)? ( ) Yes, 

those are some different things we do* 

What is a cafeteria for? (A place to eat) One thing we 
usually do in a cafeteria is carry out food and eat it* There 
are some other things we can do in a cafeteria* We can sit 
with our friends* We can talk* We can joke and laugh* What 
are gome things we can't do or shouldn't do if we want to act 
like other grownups? /Yaacher can hint or probe* Examples 
of what a child mi^ht lo but not a grownup— running around, 
being noisy, being a show off, being messy with food, etc*/ 

hat's think of some other places we go where we are sup- 
posed to do certain things* /Teacher can hint or probe* 
Examples: church, store, chapel, canteen, classroom, etc* 

Have pupils think of the major activity, some permissible side 
activities and some behaviors that are not appropriate^/ 

(1) Some places are very serious places— /Slide: Meeting/ 

What are these people doing? /Teacher encourages pupils to 
reason it out from the cues that the people are sitting down 
and facing a common direction* They are sitting very stiffly^/ 




They must be listening to or looking at a speaker or a serious 
program . What would they think of someone in the audience who 
began talking to a friend and making a noise so that people in 
back couldn't hear? ( ) 

What can we tell about the people from the way they are 
dressed? /Teacher hints if necessary-°whf*+ can we tell about 
their clothes, etc.?/ They are all men-* nicely dressed— not 
outdoor workers— business men. 

(2) But not all programs are meant to be serious 0 /Slide: 

Fun movie/ What is happening here? /Teacher helps pupils 
figure iT out from the cues./ They must be watching some- 
thing very funny. Do you xnink it is all right for them to 
laugh and make noise? ( ) Yes* everything is for fun 

here and it adds to the fun when the audience laughs and 
applauds. 

(3) Here is another picture. /Slides Church/ What is hap- 
pening here? /Teacher encourages pupils to figure it out 
and point out The cues to substantiate that the people must 
bo in church— pews r clothing, etc*/ They are in church- 
might be listening to a Sunday service. Church is usually 

a serious place where we go to hear about God. What do 
people do there? ( ) 

(4) /Slide: Sack race/ What are these people doing? 

/Tea'cher gets pupils '""responses-^ihey are tied in sacks and 
Topping in a race to see who wins./ This is a field day or 
a party of some kind, or just girTs having fun. Would it be 
all right for people watching to laugh and clap and yell? 

(Yes, people are supposed to be having fun—and when there 
are teams racing against other teams, we except people to 
applaud and yell and cheer and encourage them.) 



83 



MEMORANDUM 



To: Toacbers of Experimental Unit 

« 

From:— Gary H. Clark 

291-1X27 

Subject: Guidelines for Teaching Experimental Units 



Thank you again for your willingness to cooperate in 
this study by teaching an experimental class with the per- 
ceptual training unit for social behavior. This memorandum 
is designed to give you some common guidelines so that each 
of you will be similarly informed and have access to similar 
assistance • 

Each of you now has the curriculum unit materials and 
the teacher guide. As this unit is still experimental , the 
objectives of this study are pointed toward further evalua- 
tion of the unit and its materials. One of the tests of its 
usefulness will be to determine whether a teacher can use 
this unit as a part of the total program with a minimum of 
effort, adjustment of schedule, and teacher preparation. For 
this reason no guidance or direction will be given to you 
unless it is requested. Your criticisms and comments on the 
daily lessons will be most helpful in the final revisions of 
the unit. 

To insure the highest degree of conformity in procedures, 
the following points are provided: 

(1) Please read the introduction to the unit in the teacher 
guide carefully. 

(2) In the event that you are absent from school, please 
notify me and I will substitute for you during your 
absence for that period. This will* help to have 
better continuity than might be expected if a sub- 
stitute had to take over. 

(3) For tt* field trips which are suggested, I will be 
available to assist in providing supervision. Please 
give mo adequate time to plan for this. 

.(4) Please note the supplJes which you will need which are 
not provided in the kit. (The list of items and les- 
sons in which they are needed are on Page 2 of the 
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checklist of Items in the kit). If any of the items 
are "tot available to youj, please let me know and I 
will assist in securing them for you. 

(5) You will be provided with evaluation forms for your- 
selves and the pupils. The teacher evaluation form 
was designed to be an immediate reaction to each les- 
son. Do not feel that they must be typed or that the 
comments must be lengthy. The pupil evaluation forms 
will be simple questions which are read to them and 
will requiro no writing for them. It might be helpful 
to have one pupil assigned as "Assistant” to distri- 
bute the forms and help remind you that this needs 

to be done each day. 

(6) To determine whether the pupils are getting the con- 
tent of the weekly units „ a brief test will be pro- 
vided and you are asked to administer them by reading 
the items aloud and letting them answer by underlining 
Yes or No, These should be administered on Fridays or 
at the end of each weekly unit. Do not be concerned 
with make-up tests for absentees. 

(7) The curriculum materials p tape recorders 0 and two of 
the slide projectors are borrowed or rented and are 
signed out to me. I would appreciate your looking 
after them for me as iff they ware your own. 

Good luck and wishes for an exciting 0 profitable expera 

enee for you and your groups l 



Gary IK. Clark 
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MEMORANDUM 



TO: Teachers of Control Groups 

FROM: Project Director 

SUBJECT: Guideline for Teaching Control Groups 



Thank you again for cooperating in this study by teach® 
ing the control group for your school* Having a group to 
which the experimental group can be compared is very impor- 
tant to a study for several reasons. In this study the pri- 
mary reasons for a control group in each school are Cl) to 
determine whether the pupils in the experimental group are 
any different as a result of using a given curriculum unit 
than a comparable group which has not used it , and \2) to 
determine whether the dif f erences p if aiy, in the two groups 
can be attributed to the effects of the unit rather than a 
"Hawthorne effect You may have heard of the experiments 
in a Western Electric plant by Hawthorne in which it was 
found that production increased every time some change in 
the routine or environment was introduced regardless of the 
positive or negative aspects for the workers . The factory 
workers responded to the special attention and novel changes 
of the experiment by temporary increases in production. 

This phenomenon has been demonstrated with retarded children 
also as they tend to score higher on tests and behave more 
satisfactorily simply as a result of increased attention to 
them through an experiment even without receiving any special 
treatment or training. 

In order to provide the control classes with enough 
attention and change in routine to make them feel a part of 
the experiment, the following guidelines are provided so that 
ail three control classes will have similar approaches: 

(1) No special curriculum content is recommended for this 
period. Each teacher is free to plan, organize, and 
teach anything he or she wishes. It is hoped that each 
will continue with whatever he had planned prior to 
this study and that the content will be what his pupils 
woulc ordinarily be exposed to. 

(2) Please try to keep any knowledge of the objectives of 
the study frcm influencing your regular teaching raethcus 
and approach. If you normally integrate the teaching 

of social skills into every subject throughout the 
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( 3 ) 



school day, continue to proceed with 

If you have a special time or period for this, the 

group in your control class would be the appropriate 

group to receive it 0 

To keep some continuity in making the control 8*°J*ps 
feel a part of the study the following ^okiy manipu. 
1 at ions of the environment are requested (a more 
detailed explanation of these is attached a ) 



Week I - Change in membership of class # 

Week II - Introduction of learning reinforcements# 



Week III 
Week IV 
Week V 
Week VI 



«• Introduction of rest breaks 0 
.. Us0 of audio-visual materials# 

«. introduction of individual conferences# 
«» Reinforcement techniques# 



Week VII - Small group work. 



Week VIXI - Field trip# 



Week IX - Outside speakers or guests# 

Week X - Review and further use of reinforcements# 



the event that you are absent from school for as 
4) nSnfas ^ee days of any week, please inform the sub- 
stitute of the nature of the study and what should be 
emphasized that particular week# 

For tbs field trip, audio-visual aids .reinforcements, 
and outside speaker which are suggested I *i£b# 
available to provide assistance for each. Please give 
ne adequate tine to Flan and arrange for them if you 
need such assistance# 



Good luck and wishes for a profitable experience for you 
and your groups l 
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WEEKLY 

Week I* 



Week II. 



Week III. 



Week XV. 
Week Y. 



CHANGES IN CLASSROOM ENVIRONMENT OR ROUTINE 



The first week will be one of the most radical 
changes in the environment as each pupil is 
assigned to a new group structure for this 
specific period of the day 0 Some of the pupils 
will even be confronted with a new or differ- 
ent authority figure in the teacher. The 
group should be aware by this point that they 
are a part of an experiment * even if they are 
not getting the same kind of curriculum con- 
tent as the other group. 

To provide motivation for an interest and 
cooperation for this groups the second week 
has as its emphasis the introduction of learn- 
ing reinforcements. The pupils should have 
some type of positive reinforcement given to 
them for satisfactory performance in class 
activities* learning* and/or behavior o These 
can include money (1 cent to 5 cents)* candy* 
chewing gum„ or any other items that would 
have some appeal for the group. Funds for 
this will be provided. Three different 
occasions for earning rewards should be pro- 
vided this week. 

Rest breaks may help to break a period into 
separate learning periods. As attention span 
is often short* it may help for the pupils to 
know that they will have a chance to rest and 
talk for a few moments after they work hard 
for a specified time* i 0 eo* 10 minutes* 15 
minutes f etc 0 One break may be sufficient 
for certain kinds of activities while two or 
three brief "stretch” breaks may be appro- 
priate for more concentrated activities. 

Use of audio-visual materials during this week 
should help to provide some new interest in 
the curriculum being taught. Plan ahead for 
this and I will assist you in securing some 
films* filmstrips* slides* etc. to fit in 
with your unit. 

The personal attention of an individual con- 
ference should help both the pupil and teacher 
in mutual understanding. The pupils should 
be aware that everyone will have a conference 
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and that no one is being singled out 0 The 
conference can serve as an opportunity for 
getting to know the pupils better, discussing 
school progress , behavior , future plans for 
a job, or any topic which would be of inters 
est to the pupils 0 These conferences can be 
brief and be spread over a week’s period so 
that three or four can be seen each day while 
the others are doing work at their desks 0 



Week VI* This week can be a continuation of what was 
done during Week II* 



Week VII* The emphasis for this week is the change in 

emphasis from individual work to small group 
work* This should provide opportunity for 
group cooperation in a common effort and ex- 
pose them to problems in working together* 
Reinforcements could be used again here if 
small groups meet the goals set for them or 
if there is competition- Among groups.^ 



Week VIII* The major innovation for this week is a field 

trip* This should coincide, if possible, with 
the unit in progress* 

Week IX* The invitation of two outside resource persons 

for culminating your unit is the major change 
for this week* There should be some benefits 
from having guests come to the class to speak 
or perform and the group should be reminded 
that this is part of the experiment* 



Week X, The final week will be one of review, evalua- 
tion and feed-back to the pupils as to how they 
have performed during the 10 weeks* Individual 
conferences and/or reinforcements could be used 

^agaia* 



To insure that the group is very aware that something 
different is going to happen each week as they study a cer- 
tain topic, the teacher might begin each week by saying, 

'This week as a part of the experiment we are going to* 0 * •'* 



APPENDIX C 

TEACHER PERSONNEL DATA 
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TEACHER PERSONNEL DATA 



Teacher 1^ 

Teacher 1 was born in 1918 * She attended college at 
San Antonio Junior College, St. Mary’s University, and 
Baylor University. She received her BA from Baylor Uni- 
versity with a major in home economics and minor in educa- 
tion. She is not presently certified in special education 
but does hold a professional certificate (grades 1-12) and 
has special certificates in general science, biology, chemis- 
try* and home economics. Her seven years of teaching prior 
to this school year have been is the regular grades at the 
secondary level. 



i. richer 2 

Teacher 2 was born in 1939. He received his BA from 
Belmont College and lacks eight semester hours completing 
his MA from George Peabody College for Teachers. His 
graduate work has been in special education and he holds a 
special education certificate (grades K-12). Five years of 
his teaching experience have been in core and social studies 
areas at the secondary level. The past two years he has 
taught a junior high school special education class for 
eduoable mentally retarded.^ 



Teacher 3 

Teacher 3 was born in 1944. She received her BA in 
psychology from Fisk University and her MA in special edu- 
cation from Colorado State College. She holds a cert if i- 
cafe for special education (mental retardation). She nao 
no teaching experience prior to the present school year. 



Teacher 4 

Teacher 4 was born in 1941. He received a BS from 
David Lipscomb College with a major in elementary educa- 
tion and a minor in psychology. He holds an elementary 
(grades 1-9) certificate. He has had one year of teaching 
experience with a junior high school class of educable 
mentally retarded. 
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Teacher 5 

Teacher 5 was born in 1919 * She received her BS and 
lli from George Peabody College for Teachers* Her under® 
graduate majors were English and home economics* Her 
graduate major was special education* She holds profes® 
sional certificates in regular and special classes (grades 
K-12)* She has had twelve and one® half years of teaching 
experience* Eight years of this teaching experience has 
been with the educable mentally retarded at the inter- 
mediate and junior high school level* 



Teacher 6 

\ 

Teacher 6 was born in 1943* She received her BS in 
home economics from Middle Tennessee State University* She 
holds a certificate in secondary vocational home economics 
(grades 7-12) and a temporary elementary certificate. She 
had one year of teaching experience prior to this school 
year* Her teaching duties were in high school home economics. 



APPENDIX D 

IDENTIFYING DATA AND SCORES ON ALL SUBJECTS 
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IDENTIFYING DATA AND SCORES OF EXPERIMENTAL SUBJECTS 
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AVERAGE DAILY RATINGS BY TEACHERS USING 
EXPERIMENTAL CURRICULUM 
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SAMPLE TEACHER EVALUATIONS OF SOCIAL 
PERCEPTION TRAINING UNIT 



Les- 
son Teacher Comment 

IC T1 Clemency is a hard word for these children* 

Perhaps applauding is a big word for them, 
though it may not be* In slide #11 (IC) the 
children noticed that the printing on the 
slide is not worded exactly as the teacher 
read it front the book* The meaning is the 
same , but they should be worded alike, it 
seems* Slide #14 of the missile is not very 
clear as to the gesture 0 Slide #6 (1C) - 
The book says he is signaling for a stop. 

If he is, it is surely not clear* To the 
teacher and class it looked as if his ha»»d 
is straight out and signaling a left turn 
rather than a stop* 



T2 Slide #14, the missile, missed its point* 

The lights are a problem when one teaches 
with slides* The teacher may choose a stu- 
dent to operate the slide projector and 
station himself in a rear and side area of 
the room in order to see the slides, address 
the students and notice attention* It does 
not hurt to say, "Now, show us slide number 
2," to the student* Every class has one 
more advanced mentally but hyperactive child 
who would enjoy operating any machine* 

T3 The students had some difficulty in under- 
standing the humor in the cartoons* It say 
be wise to revise according to the interest 
level of the student involved* 



IE T1 Typographical error— 2 lines below little 

chart drawing— “what do " rather than "what 
to*" I did not think this lesson was a 
success* Probably several factors were 
involved* For one thing, I think many of 
the children felt that it was a little 
juvenile* In our room, so much furniture 
moving was involved that it led to general 
confusion* . * • 
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T2 I could not do it in "act out” form; we just 
did it straight* This lesson does point out 
the need for drama in special education as 
well as other areas. The objectives v ? this 
lesson are good ones, but the approach to it 
fails. "Let's pretend” is not right for kids 
this old. If we are to have a stage manager , 
then we need a play. We need a simple play 
with a simple story; simple lines which can 
be read rather than memorized. Sven if it 
were pure corn it would do the trick, 

T3 The lesson went well, but the teacher felt 

there was too much activity involved in this 
one lesson. The role playing was enough 
alone , but changing from the role playing 
back to the slides caused confusion in the 
classroom. 



VS T1 



T2 



T3 



Had to finish so much from previous day that 
got to do only a very small part of this 
lesson. Hope to have time to go back and 
finish. One boy who had been marking his 
sheet that he did not like the lessons marked 
yesterday's and today's that he did like them. 
Think the reason for this was the reward chart 
and the pennies. 

I don't know why, but this lesson seemed to be 
just right today. The kids liked it««I liked 
it. Maybe it's Friday. 

A reward of food might be a suggestion once 
to take the place of nickels? one day. It 
would be a change. 

No comment except® ^ vary good lesson. 




VXXB T1 Helpful lesson. Pupils seemed to understand 

and profit by it. Learned some useful words®® 
punctual, reliable, dependable, etc. Had 
very little time to practice telephoning. 

No tine for role playing, 

T2 Teacher explanation on first page night be 
acted out rather than just said; the kids 
have heard it before. Most of these boys do 
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not shave at all # The lesson could include 
the many things one can do the night before 
in getting up* 

I have trouble getting then to stay on the 
subject during role-playing* The class 
decided that Fred's boss would cuss bin out 
for being late with so little an excuse* We 
got into Fred's reactions to being cussed 
out by the boss* After all not all bosses 
are good guys anyway* 

T3 The students responded very well to this 

lesson* Much was acconplished * No criticism* 



APPENDIX F 

ANALYSIS OF VARIANCE SUMMARY TABLES 
FOR ADJUSTED SCORES 
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Analysis of Variance of Scores on the Vineland Social Maturity 
Scale After Adjustment for Age, and Sex 
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Table 19 

Analysis of Covariance of Sex Effects on the Fudell Test of Occupational 
Readiness After Scores Were Adjusted for Age and I.Q* 
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Table 20 

Analysis of Covariance of Sex Effects on the Test of Social Inference 
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